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ABSTRACT 

This book is designed to provide readers with an 
in-depth understanding of the 16 skills that employers believe are 
workplace basics. Part One centers on the economic importance of the 
16 skills and provides a theoretical basis for why these skills are 
important. Part Two discusses the foundation skill, learning to 
learn, on which all other skills are based. Part Three explores 
reading, writing, and computation, the skills on which technical 
competence is built. Part Four deals with oral communication and 
listening, the skills that enable people to communicate effectively 
on the job. Part Five covers problem solving and creative thinking, 
the adaptability skills that enable workers to be flexible in the 
workplace. Part Six discusses self-esteem, motivation and goal 
setting, and employability and career development, the developmental 
skills that enable people to keep and hold jobs and to move up the 
career ladder. Part Seven examines interpersonal skills, teamwork, 
and negotiation, the group effectiveness skills that enable people to 
work together productively. Part Eight considers organizational 
effectiveness and leadership, the influencing skills that enable 
people to bring a task to completion. Part Nine presents the applied 
approach, including a model for establishing a workplace basics 
program^ A 40-page list of references and suggested readings is 
included, as well as a name index and a subject index. (CML) 
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Preface 



Increasingly, employers have been discovering that their work 
forces need skills that seem to be in short supply, skills over and 
above the basic academic triumvirate of reading, writing, and 
computation. The skills that employers are looking for include 
problem solving, personal management, and interpersonal skills 
as well as the abilities to conceptuali^se, organize, and verbalize 
thoughts; to resolve conflicts; and to work in teams— all of these 
skills are critical but often lacking. 

Basic workplace skills are of interest because rapid tech- 
nological change, participative management, just-in-time pro- 
duction, and other workplace innovations have created a demand 
for more flexibility, adaptability, and a higher «base" level of 
skills from all workers, including those at »iie nonsupervisory 
level. While it is recognized that a percentage of America's 
workers have always done well in the workplace despite skills 
deficiencies, it is increasingly apparent that such success in the 
future will be illusory for many workers if they continue to be 
ill-equipped in a broad spectrum of basic workplace skills. 

The American Society for Training and Development 
(ASTD), a nonprofit professional association representing ap- 
proximately 50,000 practitioners, managers, administrators, 
educators, and researchers in the field of human resource de- 
velopment, through a grant underwritten by the U.S. Depart- 
ment of Labor (DOL) dec. 'ed to explore the ramifications of 
this problem. ASTD took a look at the sixteen skills that em- 
ployers say are basic to success in the workplace and developed 
suggestions on how training programs can be established to pro- 
vide these skills to workers. 
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What we uncovered was the fact that these challenges to 
an effective work force are being compounded by demographic 
trends that project a shrinking entry-level work force (sixteen- 
to twenty-four-year-olds), and we realized that an increasing 
number of entry-level workers will be coming from groups where, 
historically, human resource investments have been deficient. 
It became apparent to us that America's new demographic reality 
is on a collision course with the notion that employees must be 
able to understand and acquire new and different skills quickly. 

Some of the key findings of this part of the project reveal 
that in addition to reading, writing, and computation, the thir- 
teen other skills that employers have identified as "basic" to suc- 
cess in the workplace range from learning to learn to shared 
leadership. We have also confirmed that there is an undeniable 
link between work force basics and the competitive life cycle 
of any new strategy, technology, product, or service. Deficien- 
cies in basic skills can undermine the cycle and cause delays, 
defects, and customer rejections. 

Our research revealed that the most effective methodology 
for providing training in workplace basics is the applied ap- 
proach, which links learning outcomes directly to job perfor- 
mance. Using this approach, American employers can begin 
to fill in employee skill gaps and help build individual com- 
petence in workplace basics. 

The information in this volume reflects only some of the 
findings gathered during a thirty-month research effort that ex- 
plored training practices in America's employer i (stitutions. 
Other findings are detailed in two companion books— which deal 
with the organization and strategic role of training and technical 
training — and a workplace basics manual, which provides a step- 
by-step process for establishing training programs in the basic 
skill areas described in this book (all published by Jossey-Bass). 
In addition, the project produced several booklets: Workplace 
Basics: The Skills Employers Want, The Learning Enterprise, Train 
America, Training Partnerships: Linking Employers and Providers, and 
The Next Economy (available from the American Society for Train- 
ing and Development, 1630 Duke Street, Box 1443, Alexan- 
dria, Virginia 22313). 
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Preface xv 
Ho./ the Research Was Conducted 

Tho ASTD-DOL research was conducted by a team of 
ten professionals and a support staff. This team was greatly 
assisted by ASTD members who volunteered their expertise and 
provided access to their own corporations. In addition, experts 
from the fields of economics, adult education, training, public 
policy, and strategic management contributed analyses that pro- 
vided a contextual backdrop for our work. 

When we began our research in 1986, we first looked at 
the basic skills that had received the most attention in the press 
and the business literature: reading, writing, computation, and 
problem solving. As we talked with more and more employers, 
however, we discovered that the skills employers want go beyond 
those "big four." Out of such early discussions, our list of six" 
teen skills evolved. 

In all study areas, including basic skills, we launched our 
work by surveying the current literature, looking foi trends and 
patterns; this effort helped us to identify the leaders in various 
disciplines and to draw some preliminary conclusions. We tested 
our preliminary findings on a cadre of individual experts drawn 
from ASTD's membership and asked those members to iden- 
tify other experts and practitioners who might provide feedback 
and insights. We continued along this path and our list of con- 
tacts grew. From them we formed advisory panels that met dur- 
ing 1987 to advise us o.i our direction and findings. We also 
built networks of more than 400 experts and practitioners (the 
basic skills network alone had 175 members) who received pe- 
riodic updates of findings and were asked for feedback. 

Corporations and other private and public employer in- 
stitutions were tapped extensively to provide actual examples 
of successful training systems and practices. We conducted on- 
site studies and much telephone interviewing, using specially 
constructed inten-iew instruments that assured we would gather 
uniform information. The resulting employer ^'snapshots" are 
used throughout this book to complement and illustrate our find- 
ings and to support the theoretical underpinnings of our work. 
After developing our ftvst draft reports, we enlisted more 
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than thirty experts and practitioners to review and comment 
on them. Their insights are reflected in Workplace Basics, which 
constitutes our final report. 

Who Should Read This Book 

The findings in this book are designed to provide readers 
with an understanding of the sixteen skills that employers believe 
are workplace basics. We discuss why each skill is basic, its 
theoretical underpinnings, and its strategic relevance for em- 
ployers. Recognizing that training for many of the skills is usually 
provided at the first level of supei^^isory training and succeeding 
levels, we explore how trainers should teach each skill as a basic. 
We also include guidance for trainers wishing to develop and 
establish workplace basics programs. 

This book should serve both as a useful reference docu- 
ment and as a tool. When used in concert with our Workplace 
Basics Training Manual, it provides a Complete picture of the who, 
what, where, when, and how of basic workplace skills training. 
Its intended audience includes executives and managers in all 
kinds of public and private organizations; human resource de- 
velopment and training practitioners; personnel and human 
resource management practitioners; business and management 
consultants; secondary, postsecondary, and adult educators and 
guidance counselors; emd college and university administrators. 

Organization and Content 

Readers should view this book as an examination of the 
sixteen workplace basics and suggested oulutions for address- 
ing the basic skills challenge facing employers and employees 
in the future. It is organized into nine parts with nineteen 
chapters. 

Part One lays the groundwork for this book. Discussion 
centers on the economic importance of the sixteen basic work- 
place skills and provides the theoretical basis for why these skills 
are important. Part One consists of Chapters One and Two. 

Chapter One considers the economic importance of basic 
skills and how they contribute fundamentally to the abiliiy of 
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the United States to compete in the global marketplace. Chapter 
Two explores the skills employers want in the present-day work 
force, why those skills are strategically important to organiza- 
tions, and why they should be considered basic. 

I Two through Nine examine each of the sixteen 
workplav^ *:kills in detail, including the definition of each skill, 
its theoretical underpinnings, its essential elements, and what 
constitute competency in and mastery of the skill. Each chapter 
also contains at least one example of a successful training pro- 
gram that is operating in the workplace today and a sample cur- 
riculum outline for each skill. 

Part Two discusses the foundation skill— learning to 
leani— on which all other skills are based and consists of one 
chapter. Chapter Three. 

Part Three, which includes Chapters Five and Six, explores 
the skills on which technical competence is built: reading, writing, 
and computation. The^e are the skills employers consider basic 
for entry into and career mobility within an organization. 

Part Four treats the skills that enable people to communi- 
cate effectively on the job: oral communication and listening. 
Part Four consists of Chapters Seven and Eight. 

In Part Five, Chapters Nine and Ten cover the adapt- 
ability skills -~ problem solving and creative thinking— that enable 
workers to be flexible in the workplace, particularly in areas of 
multi-skilling. 

Part Six discusses the developmental skills — self-esteem, 
motivation/goal setting, and employability/career development — 
that enable people to keep and hold jobs ^nd to move up the 
career ladder. Part Six consists of Chapters Eleven, Twelve, 
and Thirteen. 

Chapters Fourteen, Fifteen, and Sixteen in Part Seven 
examine the group effectiveness sLUls— interpersonal skills, team- 
work, and negotiation —that enable people to work together pro- 
ductively. 

Part Eight considers the influencing skills— organizational 
effectiveness and leadership — that enable people to navigate in 
the organization, take charge down the line, and use personal 
strengths to bring a task to completion. Part Eight consists of 
Chapters Seventeen and Eighteen, 



ERLC 



xviii 



Preface 



Part Nine presents the applied approach for presenting 
employer-sponsored training in the workplace. Chapter Nine- 
teen, the final chapter, provides a model for establishing a work- 
place basics program. This model is the basis for the step-by-step 
process called the *"blueprint for success" in the companion 
manual Workplace Basics Tmining Manual on how to implement 
a workplace basics training program. 
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PART 



Setting Standards for 
Competency at Work 



New technology, participative management, sophisticated statis- 
tical quality controls, customer service, just-in-time production — 
the workplace is changing and so are the skills that employees 
must have in order to change with it. 

Many employees, however, do not have basics essential 
for acquiring more sophisticated technical skills. While deficien- 
cies in basic workplace skills are not a new problem, they are 
a growing one. A challenge i$ emerging from a volatile mix of 
demographic, economic, and technical forces. Combined, these 
forces are driving the nation toward a human capital deficit 
among both new and experienced workers that threatens the 
competitiveness of economic institutions and acts as a barrier 
to the individual opportunity of all Americans. 

The nation is facing a startling demographic reality that 
is not likely to go away. The group of sixteen- to twenty-four- 
y car-olds that is the traditional source of new workers is shrink- 
ing, and employers will have to reach into the ranks of the less 
qualified to get their entry-level work force. Thus, an increasing 
number of entry-level workers will come from groups in which 
human resource investments have historically been deficient. 

If that is news to you, don't feel bad; it is nev/s to most 
Americans, who are predisposed to the view that there are too 
many qualified people and not enough good jobs to go around. 
Our recent history encourages us to believe that people are 
superfluous, whereas machinery, financial capital, and natural 



1 



ERIC 




2 



Workplace Basics 



resources are hard to come by* However, things are rarely as 
they first appear. Closely examined, the apparent excess of 
American workers proves illusory. In the future, there will likely 
be too few well-educated and trained American workers look- 
ing for their first job. 

Ironically, this demographic reality is on a collision course 
with the notion that employees must be able to understand and 
acquire new and different skills quickly. As technology becomes 
more footloose and instantaneously available worldwide, the 
skills of employees become the employer's competitive edge. 

Today's workplace demands not only a good command 
of the three R's, but more. Employers want a new kind of worker 
with a broad set of workpl je skills— or at least a strong foun- 
dation in the basics that will facilitate learning on the job. 

For employers, the basic workplace skills challenge has 
been coming into focus for some time. Reading, writing, and 
math deficiencies have been the first to appear in the workplace; 
but increasingly, skills such as problem solving, listening, nego- 
tiation, and knowing how to learn, as well as teamwork, self- 
esteem, leadership and motivation/goal setting, organizational 
effectiveness, employability/career development, oral and listen- 
ing skills, and creative thinking are also viewed as essential. 
Figure 1 illustrates the skills employers want. Deficiencies in 
many of these basic workplace skills are barriers to entry-level 
employees, experienced employees, and dislocated workers at- 
tempting to adapt to economic and technological change within 
employer institutions. 

Employer interest in improving basic skills is driven by 
economic concerns. When deficiencies affect the bottom line, 
employers respond with training or replacement. But the time- 
honored choice, replacement, is becoming less and less prac- 
tical because the supply of workers is shrinking. Increasingly, 
employers are forced to make rather than buy productive em- 
ployees. As a result, interest in providing training in basic 
workplace skills is growing. 

Employee interest also is growing, primarily because 
workers are being challenged as never before. For those already 
employed, deficiencies in basic workplace skills threaten adap- 
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Figure 1. The Seven Skill Groups. 
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tation and short-circuit successful job transitions and career 
growth. The ground under them is shifting as the range of skills 
they need to participate successfully in today's economy expands. 
They are less supervised but more frequendy called upon to iden- 
tify problems and make crucial decisions. 

Perhaps the most devastating impact of basic workplace 
deficiencies falls upon the disadvantaged who are outside the 
economic mainstream and struggling to get in. For those at- 
tempting to enter the work force and those who have been 
displaced from their jobs, such deficiencies inhibit entry into 
productive and well-paying work, pinning those disadvantaged 
at the bottom of the economic heap. 
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The upskilling of work in America is driven by technical 
changes, innovation, and a sense of heightened competition. 

The picture is further complicated by competitive chal- 
lenges driving companies toward employing an array of strat- 
egies that require adaptive and innovative workers with strong 
interpersonal skills. Business strategies— such as collaboration 
(the work tecun concept), exemplary customer service, and em- 
phasis on quality— demand teamwork, listening skills, the ability 
to set goals, i^reativity, and problem-solving skills. Couple this 
with the movement uward more participative management and 
employers aggressively driving workers toward decision making 
at the point of production or point of sale, and it is easy to see 
that new skills must be applied if employees— and their em- 
ployers-are to succeed in the marketplace. In fact, one might 
even say that a new kind of American worker is being ordered 
up, a worker who will be expected to have a broad set of skills 
that were previously required only of supervisors and managers. 

For example, one job already in transition is that of bank 
teller. Competitive shifts and new technologies have had a pro- 
found effect on the structure, organization, zmd management 
of banks. A new customer service philosophy demands that tradi- 
tional institutional and professional specialties give way to a^one- 
stop-shopping^ approach for financial services. 

Traditionally a processor, the bank teller^s primary role 
was to perform a series of repetitive tasks (taking checks in, giv- 
ing money out, reconciling) very well. Competitive pressures 
to satisfy customers' "one-stop" desires have expanded the bank 
tdler^s role to include advising customers on a wide range of 
customized financial services. The teller now is privy to an ar- 
ray of information previously in the domain of midlevel man- 
agers, is empowered to advise customers, and is charged with 
making judgment calls "on the line," that is, at the point of 
customer contact. Moreover, the teller is linked with data via 
a computer terminal, requiring a new range of skills to operate 
the equipment and access relevant information speedily. In short, 
to be effective in the workplace, toda/s bank teller may not need 
to have the same degree of skills in a narrow area of expertise 
but instead must have a good knowledge of a wide range of skills. 
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Basic Skills and Competitiveness 

Individuals and employers have viewed basic workplace 
skills differently. For workers, competency in basic workplace 
skills has always been important because sound basic skills 
leverage earnings and opportunities. American employers have 
seen competency in workplace basics as a prerequisite for hir- 
ing and viewed the accumulation of such skills as solely the 
responsibility of the individual worker. The employer's interest 
has focused on measuring the skills of prospective employees 
and screening out those who are most suitable for hiring. 

But times are changing. Employers are beginning to see 
that they must assist their current and future workers to achieve 
competency in workplace basics if they are to be competitive. 
This sense of shared responsibility is grounded in economic 
realities and is compelling employers to invest in workplace 
basics training programs. 

Why this shift in attitudes? The answer lies, in part, in 
demographics and technology. The demography is clear. The 
entry-level labor pool is shrinking and will continue to do so 
through the year 2000. More and more, American employers 
will no longer enjoy the luxury of selecting from a field of workers 
with strong basic skills. The demand for labor will create op- 
portunities for those who are less skilled; the disadvantaged will 
move up the labor queue and be hired in spite of obvious skill 
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deficiencies. American employers will fill in the skill gaps and 
help build employee competence in the basics. 

Technology creates both opportunities and problems lor 
employers. Its very transferability has leveled the worldwide 
playing field. An employer's competitive edge is increasingly 
reliant upon how effectively and efficiently workers and machines 
are integrated and move thix)ugh the production cycle. Successful 
integration is dependent upon how quickly veteran workers ac- 
cumulate new skills. And acquisition of new skills is facilitated 
when a worker has a solid grounding in the basics. 

Basic Skills and the Competitive Cycle 

An undeniable linkage exists between work force skills 
and the competitive cycle. The competitive life cycle of any new 
strategy, technology, product, or service usually consists of six 
distinct stages: discovery, design, development and articulation 
of the management and production systems and processes, pro- 
duction and service delivery, and development of new applica- 
tions. The time it takes to move through these stages is called 
cycle time. Reducing that time while maintaining quality can 
mean competitive advantage. 

The company that develops and delivers a product to the 
marketplace in the least amount of time is able to pass on the 
savings of the shorter production cycle. This giv^*? a company 
the edge in (1) offering a less expensive product, (2) capturing 
initial consumer interest in a product, (3) promoting consumer 
loyalty, and (4) establishing a niche in the marketplace that gives 
the product an advantage over similar products that are likely 
to follow. 

Employers have learned that their employees' basic skills 
will be tested at every stage of the competitive cycle, influenc- 
ing cycle time. Good basic skills can mean a shorter produc- 
tion cycle, improved products, and high quality. Deficiencies 
in such skills can undermine the cycle and cause delays, defects, 
and customer rejections. 

In employer institutions, the initial discovery and design 
stages of a new strategy, technology, product, or service are ex- 
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ploratory and experimental. Often, though the work force may 
be aware of a change in strategic direction, the institution has 
not fully integrated the new strategy into its culture. With change 
come new methods of production or service delivery, which 
overlap with old methods. Moreover, in these early stages of 
an innovation, individual job assignments are still unclear. 
As a result, employees' job responsibilities are broad and am- 
biguous. 

To adapt quickly to new workplace demands, employees 
must know how to le^^rn. They need problem-solving skills to 
overcome barriers that arise in new situations. In addition to 
feeling comfortable with innovation, they must be a le to think 
creatively as they cope with new challenges. 

During the discovery and design stages, employee roles 
are vague. Employees and working teams are left on their own 
to deal with the unstructured environment characteristic of the 
early phases of an innovation. Employees must have the capacity 
to take responsibility for themselves. They need personal and 
career management skills, a strong, realistic sense of self-worth, 
and the ability to set and meet goals. 

Individual employees also need the basic skills that allow 
them to interact effectively with other members of the working 
team. To do this, they must know how to listen and how to com- 
municate their thoughts clearly. Effective interaction involves 
knowing how to influence others within the organization's cul- 
ture. Employees must also be capable of recognizing when, 
where, and how they should assume a leadership role. 

Eventually, innovations will be integrated into the pre 
duction or service delivery system in an employer institution. 
At this point the basic skills of the entire employee population— 
including nonsupervisory personnel- will determine the institu- 
tion^ ability to produce products or deliver services while main- 
taining efficiency and quality. The basic skills of production and 
service delivery employees will also determine the employer's 
ability to customize products and services for a wide array of 
customers. 

The development of new efficiencies, quality improve- 
ments, and new applications for the original innovation is the 
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last phase in the cycle, one that is key to an expanded market- 
place and long-term profitability. In this stage, creative think- 
ing and problem solving are essential. As employees apply their 
learning, the employer's store of new knowledge is enriched. 
New knowledge eventually translates into efficient production, 
improvements in quality, and new applications for products or 
sen^ices. Sometimes changes and new information yield major 
advances in strategy and technology or new products and ser- 
vices, and this triggers yet another competitive cycle. 

Workplace basics are important throughout the life cycle 
of a product and the process of service delivery. With good solid 
basics, the work force can meet the challenge of change because 
employees continue to build on the knowledge and skills they 
need to adapt to innovations. Solid basic skills are critical for 
all employees, not just white-collar and technical elites, such 
as engineers. Production and service delivery personnel with 
high levels of basic skills allow employers to decentralize pro- 
duction and service delivery. Such decentralization improves 
the institution's ability to customize its product or service and 
respond more effectively to customers. Decentralization also 
allows employers to avail themselves of the skills of all employees 
in finding new cost-effective methods for providing production 
or service delivery, generating quality improvements, and find- 
ing new applications for existing products and services. 

Basic Skills and Technical Change 

New technologies are redefining basic skill requirements. 
By decentralizing the production of products and services, infor- 
mation-based technologies are increasing the autonomy and 
value of employees at the point of production and service deliv- 
ery. At all organizational Ijvels the roles of employees have 
expanded, and they are now responsible for a wider range of 
products and for the customization of an array of products for 
individual customers. With those broader roles comes greater 
opportunity to have a positive or negative effect on efficiency, 
quality, and innovation. 
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Technical changes on the job tend to change basic skill 
requirements incrementally. Sometimes these changes accumu- 
late to the point of creating new occupations. In manufactur- 
ing, craft occupations such as machinist and tool and die maker 
are evolving quickly into technician and technologist jobs. The 
same has happened with the skill jobs of the assembler, repair 
person, and materials handler. In services, the secretary is evolv- 
ing into the information manager and the bank teller is becom- 
ing the financial services portfolio consultant for individual 
customers. 

While technologies are eliminating jobs, they are also in- 
creasing the range of skills needed to perform jobs that remain. 
Over the past decade the most prominent example of this has 
taken place on the factory floor. The machinist, once thvt status 
leader and central figure on the working team, applied various 
technologies to shape individual parts of a final product. Career 
advancement depended on sharpening the essential job skill of 
hand-to-eye coordination. Eventually, when the machinist's hand- 
to-eye coordination skills were good enough, he or she became 
a tool and die maker. Enter the robot with more consistent hand- 
to-eye coordination than the machinist. A better performer of 
the basic job task, the robot took the machinist's place. 

At the same time, the technology of advanced automated 
manufacturing began doing the jobs of other members of the 
shop floor team, including the laborer, the materials handler, 
the operator/assembler, and the maintenance person. Ultimate- 
ly, all these jobs have become one job that combines a greater 
use of technology with a single employee -the new technician 
responsible for all the functions performed by the displaced 
workers. Moreover, although the new job may not require the 
same depth of skill in each of the narrower jobs it absorbs, it 
does require a wider variety of basic skills than any one of the 
other jobs. 

The expanding range of job tasks and responsibilities in 
the manufacturing technician job demands higher basic levels 
of reading, writing, and computation. The job of technician re- 
quire; an understanding of each task associated with the respon- 



ERLC 



0'£ 



10 



Workplace Basics 



sibilities included in the technician position. Generally more 
autonomous than the machinist, the technician must have high- 
er-level personal management skills. Also responsible for trou- 
bleshooting, maintaining, updating, and exercising quality 
control over highly complex mathematically based machinery, 
the technician must have better computational skills and be able 
to read and to comprehend technical man^icuS. Besides demand- 
ing higher competencies in math and reading, these new tasks 
require the skills to adapt successfully to the job— learning to 
learn, creative thinking, and problem solving. 

Other effects of technological change will also increase 
basic skill requirements. Technology is the means to product 
diversification. This creates a greater need for job-specific prod- 
uct knowledge and basic learning skills, strengths that help 
employees keep pace with development, design, production, and 
the sale of changed and new products. To perform successfully 
in this situation, an employee must know how to learn. Exsimples 
of industries in which recent diversification has expanded work- 
place skill requirements include the communication and bank- 
ing industries. In the communication industry a basic line of 
voice instruments has expanded into a myriad of delivery systems 
for communicating data and imagery. In the banking industry 
a basic line of checking and savings products has grown into 
an array of financial services. 

New information technologies also make it possible to 
customize products. Over the past decade, both batch produc- 
tion in manufacturing and the customization of service prod- 
ucts have advanced marke>My. The ability to tailor products and 
services requires the learning and problem-solving skills that 
make employees adaptable. And with customization comes the 
need for customer relations. Employees at the point of produc- 
tion and service delivery must know how to listen and to articu- 
late their thoughts clearly — to understand and be understood. To 
interact successfully with customers, employees need strong com- 
munication skills. They also need interpersonal and negotia- 
tion skills to deal with customer grievances and complaints. 

Changing economic and technical realities alter the in- 
stitutional structures themselves. These new structures, in turn, 
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change basic skill requirements. Because of fechnological change, 
more and more institutions are becoming highly decentralized-' 
with profound implications for basic skills. Among American 
employers, the new effective institution recognizes the autonomy 
of individual employees and teams in production, sales, or ser- 
vice. The decentralized, flexible institution will meet the chal- 
lenge of product diversification and intensive competition. 

With the new decentralized institutional model, resources 
and authority become available to employees at the lower level 
of the structure. This decentralized model eliminates the middle 
layers of management and flattens the institutional hierarchy; 
this narrows the gap between those in control of institutional 
leadership, product development, and strategic decision mak- 
ing and those responsible for the production and delivery of the 
product or service. Instead of managing production and delivery 
processes, the new institution establishes accountabUity by moni- 
toring outcomes. Managers guide individual employees or work- 
ing teams and intervene only when the work is unsatisfactory. 

Employees of the new institution need significantly higher 
basic skills. The new autonomous workers must have personal 
management skills to maintain self-esteem, set goals, and be 
motivated. As full members of an autonomous working team, 
these employees need higher levels of interpersonal, teamwork,' 
negotiation, and organizational skills, skills that enhance group 
effectiveness. At various points ir. the production or service 
delivery process, each individual member of the working team 
needs leadership skills. To be effective in their organization, 
employees must understand how their own personal g( als and 
objectives fit into the organization's culture and strategic goals. 
With this understanding, employees can influence the organiza- 
tion to use and develop their skills in a mutually productive way. 

To advance in a single evolving institution, industry, or 
occupation, employees must be capable of taking charge of their 
own working lives. As economic and technological changt.3 oc- 
cur, the new, more flexible institution will continue to modify 
and rebuild itself. In turn, employees will have to adapt skills 
for new roles within the changing institution. But as the institu- 
tion constantly changes form, appearing and disappearing with 
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economic circumstances, the commitment between individuals 
and any specific institution declines. With this new, more tem- 
porary institutional "form employees must be more respon- 
sible for their owi. career development and job security. More 
dependent on skill development than any one employer for job 
security and career development, employees need personal man- 
agement and career development skills. 

Basic Skills and Inoividual Opportunity 

A work force with sound basic skills will strengthen its 
employer's ability to compete. For the individual worker, basic 
skills are also the keys to greater opportunity and a better quality 
of life. Workers with good basic skills find it easier to acquire 
more sophisticated skills that leverage better jobs and higher pay. 

Research shows that in the United States roughly half the 
differences in earnings can be attributed to learning in school 
and on the job. Accidents of geography, career choices, and the 
selection of an employer account for the other haii. Earnings 
are a function of the skills people have and the choices they make 
regarding how and where they use those skills. Poor basic skills 
limit individuals' choices and their potential for earning. 

The processes of developing basic skills in school and ap- 
plying them on the job complement each other. Basic academic 
skills expand and grow when used on the job. People use what 
they learned on one job to move up to a better job. Compared 
with all other variables that affect earnings, learning on the job 
has the most powerful effect. Available data tend to support the 
fact that on-the-job learning— especially formal learning— can 
increase one's earnings by as much as 30 perce^it. 

In most studies, between 10 and 13 percent of lifetime 
earnings among Americans can he attributed to the initial learn- 
ing that takes place in school. But these studies do not address 
the fact that academic preparation leverages learning on the job. 
For instance, those with only a high school diploma are not likely 
to get on-the-job training, whereas those with a diploma plus 
two years of formal education have a 20 percent greater chance 
of securing such training. Those who have had some college 
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education have a 50 percent greater chance. The increasing 
probability of getting training on the job peaks at sixteen years 
of schooling for all but the high-tech industries. There the con- 
nection between education and on-the-job training continues 
to increase for those with postgraduate degrees. 

The relation<?hip between basic skills and opportunity 
seems to be strengthening over time. According to Gordon Berlin 
and Andrew Sum (1988), while inflation and declining produc- 
tivity reduced the earnings of all Americans, the earnings of the 
least educated declined most. During the last recessionary period, 
high school dropouts experienced a staggering 40 percent decline 
in earnings, whereas the earnings of those with a high school 
degree, some college, or a college degree declined by 30 per- 
^-nt, 26 percent, and 11 percent, respectively. Between 1960 
and 1984, the earning difference between high school dropouts 
and graduates increased from 30 percent to 60 percent. 

Many have argued that during the late 1960s and through- 
out the 1970s employers established increasing educational re- 
quirements for jobs to sort through the volume of baby boomers. 
And, say Berlin and Sum, many employers continue to do so 
despite the growing scarcity of entry-level job seekers. 

Studies by John Bishop have demonstrated that /employees 
with strong basic skills are more productive than those with 
weaker skills. However, Bishop (1987) also points out that em- 
ployers do not fully reward the contributions of more skilled 
and productive employees because reward systems are tied to 
such factors as academic credentials, seniority, and job clas- 
sifications. 

Available evidence also shows that although employers 
do not fully reward employees for their basic skills, there is some 
correlation between abilities and rewards. When Berlin and Sum 
(1988) analyzed the earnings of young workers who had taken 
the Aimed Forces Qualifying Test, they discovered major difrer-- 
ences in earnings among people with the same number of years 
in school but different basic skill levels. The analysis revealed 
that dropouts who scored a "low high" on the Armed Forces 
Qualifying Test earn only half as much as dropouts with higher 
scores. Among high school graduates, males with the better basic 
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skills earn two-thirds more and females three times as much. 
Deficiency in basic skills stands as the final barrier to employ- 
ment of the poor and disadvantaged. Though the current scar- 
city of entry-level labor offers a steady supply of work to those 
prepared for jobs, lack of preparation is an obstacle to reduc- 
ing unemployment rates among the poor. Such skill deficien- 
cies are also among the principal causes of the social pathology 
that torments the poor. 

In a survey of disadvantaged nineteen- to twenty-three- 
year-olds, Berlin and Sum found that low basic skills were distin- 
guishing characteristics of the group: 68 percent were arrested, 85 
percent were unwed mothers, 79 percent were welfare dependants, 
85 percent were dropouts, and 72 percent were unemployed. 

The American Challenge 

How a country responds to economic and technical 
change— whether its response will be strong or weak— depends 
on how the countr)' integrates learning within its employer in- 
stitutions. That integration also determines how such institu- 
tions will be structured. 

The American and French economies invest heavily in 
the formal education and workplace learning of white-collar and 
higher-level technical elites but less in the formal training of non- 
college skill employees and craft workers. The result is that in 
French and U.S. institutional structures, managers, senior-level 
technical personnel, and other white-collar employees have 
vested control over the production processes. Institutions in the 
United States and France focus on educating technical dites, 
creating a highly structured managerial hierarchy that controls 
mass production. Such institutions combine large doses of tech- 
nology developed by technical elites with the relatively unskilled labor 
in production. 

In contrast, Germany relies more on the formal training 
of craft and skill employees for technical direction, and its em- 
ployer structures have fewer layers of managerial and white- 
collar personnel thaii those of either France or the United States. 
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Most countries specialize in the goods and services that 
give them comparative advantage in the production and orga- 
nizational uses of human resources. The United States enjoys 
this advantage through its development and use of higher-skilled 
v/hite-collar and technical personnel. As a result, we do well 
in the early stages of a new technology or product line when 
higher-level skills are critical. In later phases of the development 
of new technologies or new products, Americans extend market 
penetration by combining mass production technologies with 
intensively managed organizational innovations. 

Americans rely on highly skilled scientists and engineers 
for mass production technology. They rely on managerial, super- 
visory, and other white-collar and professional personnel to 
develop institutioni*' alternatives to achieve low production costs 
and wide dissemination of products. Uses of white-collar and 
nianagerial talent, such as decentralized management, diver- 
sified firms, and the multinational corporation, have made the 
United States successful in expanding the dissemination of new 
products and exploiting new technologies. 

However, while these links between our human resource 
development system and the employer economy have given the 
United States a competitive advantage during early stages of 
new products and technologies, the nation is less competitive 
in later phases of mass production and technological dissemina- 
tion. In the production phase of the competitive cycle the United 
States does not compete well. It does not satisfactorily develop 
efficiency or quality during that phase. It needs improvements 
in developing applications of new strategies, technologies, and 
products and services. 

America's inability to sustain competitive advantage ar- 
gues for better basic skills among nonsupervisory skill and craft 
employees. With better skills, this group can participate more 
effectively in the phases that need improvement. Upskilling is 
becoming more crucial as technical and economic changes in- 
crease companies* relianr on individuals and working teams 
who are directly responsible for the production and the sale of 
competitive products and services. 
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In a comparison among countries, the more educated and 
trained half of the American work force competes well wth the 
white-collar and technical elites of its economic rivals. The other 
half of the work force is not as well prepared, however, and this 
is where the United States is losing the competitive race. This 
fact presents a majoi challenge for American educators and 
employers. Academic and employer institutions must stop cater- 
ing to the development and use of white-collar and technical 
elites. Instead, they must choose a more broadly based mission 
that is attentive to the noncoUege-bound and the nonsupenisory 
employee. 




CHAPTER 
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The Foundation Skill: Learning to Leam 

Most adults in today's fast-changing work world are 
scrambling to catch up. Ev ,ri routine jobs are evolving as the 
demands of the workplace expand. Competitive pressures compel 
employers to shift employees between jobs and responsibilities, 
putting a premium on the ability to absorb and process new 
information quickly and effectively. Moreover, the complexity, 
amount, and availabUity of information compound the pressure 
to learn and apply. 

In today's workplace, learning is an integral part of every- 
day life. The skill of knowing how to leam, or learning to leam, 
is a must for every worker. The skill of learning to learn is the 
key to acquiring new skills and sharpening the ability to think 
through problems and to sumiount challenges in the oiEce, ship, 
laboratory, or sales area. It opens the door to all other leaming 
and facilitates the acquisition of other skills from literacy to 
leadership. 

From the employer's perspective, the skill of knowing how 
to leam is cost-effective because it can mitigate the cost of retrain- 
ingefforts. When workers use efficient leaming strategies, they 
absorb and apply training more quickly, saving their employers 
money and time. When properly prepared, employees can use 
leaming-to-learn techniques to distinguish between essential and 
nonessential information, discern patterns in informadon, and 
pinpoint the actions necessary to improve job performance. 

17 
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Many employers— particularly those dealing with rapid 
technological change — have come to see the learning-to-learn 
skill as an urgent necessity for their workers. If, indeed, leaming- 
to-leam is at the heart of the concept of lifelong learning, then 
such employer recognition represents something of a "coming 
of age" for the concept- 

Reports concerning the use of leaming-to-leam techniques 
confirm that they are largely successful. For example, one com- 
pany in Great Britain chose to use innovative learning skills 
techniques as the backbone of a retraining effort rather than lay 
off technologically obsolescent workers. The existing work force 
learned totally new working methods and groupings from those 
previously used at the company and successfully took over opera- 
tions of their new computer-based factory. Cost savings resulted 
from not having to find and hire nc, qualified workers who 
would need training in company-specific standards. In addition, 
the retraining effort for existing employees boosted morale and 
contributed to increased productivity and worker flexibility. 

Productivity, innovation, and competitiveness all depend 
on developing the learning capability of the work force. Machin- 
ery and processes are transferable from company to company 
and country to country, but it is the application of human re- 
sources to technology and systems that provides the competitive 
edge. 

Competence: Reading, Writing, and Computation 

The inability of large numbers ci new work force entrants 
to meet the reading, writing, or computational standards re- 
quired by many segments of American business is fast becom- 
ing an economic and competitive issufi for U.S. companies 
challenged by foreign enterprises. {Note. Tiie term computation 
is used interchangeably with the term mathematics throughout 
this book.) This is forcing employers to spend more of their train- 
ing dollars on these critical competence skills. 

The United States is fortunate in that a majority of its 
workers are literate and numerate. Frequently, however, em- 
ployees cannot use the^c skills effectively in the workplace. Some- 
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times it is because the workers are "rusty"* and are called upon 
to use mathematical principles they have not used for twenty 
or more years. Sometimes it is because the workers must use 
skills in a context different from the one in which they originally 
learned them. In still other situations, the base knowledge is 
there, but the workers have no understanding of how to expand 
and apply it. All of these problems create the need for employer- 
provided training in reading, writing, and computation. 

Reading has historically been considered the fundamen- 
tal vocational skill. A person must be able to read to find out 
about available jobs, to get a job, to keep a job, to get ahead 
in a job, and to change jobs. National concern over the rapidly 
shrinking pool of qualified applicants for entry-level jobs has 
brought intensified attention to the need for reading training 
in the workplace. Demographic experts paint a portrait of a work 
force with an increasing proportion of unskilled workers and 
workers at skill levels too low to compete for entry- or reentry- 
level positions (Brock, 1987; Montague, 1987; Semerad, 1987). 
Meanwhile, employment experts see a clear trend toward the 
elimination of many unskilled jobs, with a corresponding rise 
in skill-level requirements for remaining positions because of 
technological advances and industrial restructuring. One educa- 
tional assessment (Kirsch and Jungeblut, 1986) indicates that 
there is a large nationwide population of "intermediate literates" 
who only have fourth to eighth grade literacy equivalency (al- 
though some are high school graduates) and who have not ob- 
tained a functional or employable literacy level. This group will 
make up as much as 65 percent of the entry-level work force 
over the next fifteen years (Semerad, 1987). 

The 1983 report Basic Skills in the U.S. Work Force, pub- 
lished by the Center for Public Resources (CPR), asserts that 
the data clearly show "a consistently perceived reading deficiency 
in mauiy job categories on the part cf 40 percent of the respondees 
[businesses and unions]" (p. 19). CPR cites some examples of 
the operational impact of reading deficiencies. These include 
increased problems with worker safety and lost time as a result 
of having to verbalize instructions because workers cannot read 
well enough to understand them. Other examples include em- 
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ployee failure to understand incoming correspondence and or- 
ders for goods and employee inabUity to enroll in skill-upgrading 
courses because workers cannot follow directions on how to fill 
out the application, cannot read the training material, and can- 
not perform many other tasks (p. 18). Every problem has an 
incremental negative impact on a company's capacity to improve 
its bottom line. 

It should be noted, however, that of the "three R's," em- 
ployers generally found tlie fewest deficiencies in reading relative 
to the o:her skills. Only in secretarial/clerical and technical posi- 
tions did a significant portion of the respondents find deficien- 
cies. Contrary to the assumption that personal computers with 
''spellcheck'' capabUities will alleviate this problem, Paul Delker, 
president of Strategic Educational Systems, flatly states that 
"automatic spelling typewriters require highly literate operators 
who need to know syntax and spelling more than ever . . . [al- 
though the machine] will beep if the typist enters a word that 
doesn't exist, like ihier instead of their, it won't tell the typist 
whether their or there is correct in the context of the sentence" 
(Business Council for Effective Literacy, 1988b, p. 5). 

\ *e CPR survey dealt with already employed workers 
and did not reflect the cost employers must bear for extensive 
testing of applicants in order to find qualified workers. The 
Business Council for Effective Literacy (BCEL) in its April 1988 
issue stated, "Last year New York Telephone had to process 
57,000 applications to find 2,000 qualified entry-level workers" 
(p. 4). A significant portion of the applicants had deficiencies 
in reading level suflicient to deny them employment with New 
York Telephone. This is not an issue that affects only major 
employers in large urban areas where the educational prepara- 
tion system is besieged by tangential problems such as drugs 
and violence that have made it very diflScult to maintain a quality 
educational environment. Although some parts of the country 
may not yet have a significant competency skill problem because 
their education systems have an easier time focusing resources, 
they are not insulated from the demands of technology and the 
information explosion. In short, this is a concern for all the na- 
tion's employers -either now or m the future. 
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Just as reading is important, so too is its companion skill, 
writing. The historical importance of writing in American society 
was evident as early as the time of the Massachusetts Bay Col- 
ony, which in 1647 passed the "Old Deluder Satan" law, one 
of the first recorded compulsory school maintenance laws in 
American history. That law represents the beginning of this 
countr/s ongoing concern that citizens achieve a level of literacy 
that enables them to participate fully in society. For the Amer- 
ican colonists, that meant providing education and training to 
ensure continuation of the cultural, economic, and religious 
values on which their communities were founded and main- 
tained. The 164-7 Massachusetts law updated an earlier version, 
which was based on the belief that everyone should be able to 
read and understand "the capital laws of the country" so that 
they would not unwittingly commit crimes punishable by the 
death penalty (Frost and Bailey, 1973). One of the major revi- 
sions in the 1647 version added writing to reading, as a necessary 
skill for functioning on all social class levels and as a prerequisite 
for additional schooling and social and economic advancement. 
These colonial laws laid the foundation for the establishment 
of the "reading schools" and "writing schools" of the late eigh- 
teenth century, which in turn evolved into toda/s U.S. public 
education system* 

Writing skills today are important in almost every occupa- 
tional field. Employers first judge a would-be employee s writing 
ability by the quality of an application, cover letter, or resume. 
In large organizations, an employee's retention and promotion 
often depend on decisions by managers or executives the em- 
ployee has never met. The quality of letters, memoranda, prog- 
ress reports, work orders, requisitions, recommendations, and 
instructions is regarded as an indicator of the overall quality of 
an employee's work. The higher an employee's professional goals, 
the better the writing skills he or she will need (Lannon, 1982). 

Certainly, top business administrators consistently rank 
writing competency among their highest priorities for job ap- 
plicants and employees. The following employer comments are 
typical: "Certainly it is not necessary that every[one] we hire 
be a finished . . . writer, but it is necessary that [he or she] be 
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able to communicate. . . . Some of the reports that I have had 
occasion to read over the years v\^ould curl your hair— many 
of them can charitably be called atrocious" and "An applicant 
or employee v\^ho lacks v\^riting skills is a lost cause" (Orange, 
1973, pp. 4-5). 

The CPR report (1983) states that more than 50 percent 
of the businesses responding to its survey identified v\rriting skill 
deficiencies in secretarial, "skilled," managerial, supervisory, and 
bookkeeping personnel. In jobs requiring medium to high levels 
of writing ability, an average of 45 percent of personnel v/cvc 
rqDorted to be functioning at only lov\^ to medium levels; in jobs 
requiring high levels of v/riting skill, an additional 17 percent 
v\^ere reported to be performing at only low levels. The most 
frequently cited symptoms wctg poor grammar, spelling, and 
punctuation. 

The same report also points out the cosis businesses in- 
cur because inadequate employee v\rriting skills have a negative 
effect on productivity and product quality. By v\^ay of example, 
it cites a company in which 70 percent of outgoing correspon- 
dence had to be corrected and retyped at least once because of 
employee errors. Further, responding businesses expressed con- 
cern about the impact such skill deficiencies have on employee 
retention and promotability, which has a direct impact on turn- 
over costs. Of the companies surveyed by CPR, 65 percent 
reported limited job advancement for skill-deficient employees 
with high school diplomas; 73 percent reported little or no ad- 
vancement for skill-deficient employees without high school 
diplomas. 

The third competence skill— computation— is no less im- 
portant than the first two. There is no question that employers 
today are focusing more and more on an employee's ability to 
compute at increasing levels of sophistication. The reason for 
this is simple — technology requires it. Moreover, the introduc- 
tion of sophisticated mar.agement and quality control approaches 
such as statistical process control (SPG) demand higher mathe- 
matical skills. Ironically, as occupational skill-level requirements 
climb, higher educational dropout rates and worsening worker 
deficiencies in computational skills are appearing (Brock, 1987; 
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Kirsch andjungeblut, 1986; Semerad, 1987). Employers already 
are complaining of their workers' computational skill deficien- 
cies, particularly those evidenced by miscalculations of decimals 
and fractions, resulting in expensive production errors (Henry 
and Raymond, 1983). 

The Educational Testing Service (ETS) in its June 1988 
publication The Mathematics Report Card, Are We Measuring Up? 
notes that "The most recent international mathematics study 
reported that average Japanese students exhibited higher levels 
of achievement than the top 5 percent of American students 
enrolled in college preparatory mathematics courses" (Dossey, 
MuIIis, Lindquist, and Chambers, 1988, p. 8). ETS states 
that "too many [American] students leave high school v^ithout 
the mathematical understanding that will allow them to par- 
ticipate fully as workers and citizens in contemporary society" 
(p. 9). 

Similarly, in 1988 Motorola conducted a study that showed 
that a Japanese student can be moved into the workplace at an 
employer cost of $0.47, while an American student's transition 
costs the employer $226. This is primarily due, says Motorola, 
to the emphasis on statistics and applied diagnostics in Japanese 
schools. 

The executives surveyed by CPR reported that "medium- 
to-high levels of mathematics skills are required across job cate- 
gories, v/ith consistently high levels required in the manufac- 
turing, utilities, and finance industries" (Center for Public 
Resources, 1983, p. 13). Employees must calculate correctly to 
conduct inventories, complete accurate reports of production 
levels, measure machine parts or specifications, and so on. 

The CPR respondents described the business effects of 
employees' skill deficiencies in computation in terms of produc- 
tion mistakes that translate into costly bottom line losses. Re- 
spondents indicated that deficiencies in mathematical skills were 
identified in an average of 43 percent of their employees across 
many job categories and at all required performance levels, in- 
cluding skilled, semiskilled, technical, clerical, and supervisory. 
This 43 percent reflects only mathematics skill deficiencies among 
the workers that were hired. It excludes the 49 percent of out- 
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of-school job applicants with more severe computational deficien- 
cies who were not hired for entry-level positions in respondents' 
companies. 

Employees in the "new" workplace will be expected to have 
the basic computational skills required to organize and track 
large-scale shipments of merchandise, and more and more they 
will be expected to have the expertise to assist in making new 
technological discoveries. Whatever the specifics of this chal- 
lenge, mathematics is critical to the economic success of the in- 
dividual worker, the employer, and in the larger context to the 
nation's continuing competitive success. 

Most employers today cannot compete successfully with- 
out a work force that has sound competence skills. Deficiencies 
in such basics create barriers that impair an employer's ability 
to meet its strategic goals and to be competitive at home and 
in foreign markets. Such deficiencies surface in the form of 
increased accident rates, costly production errors, and the in- 
ability to implement critical job-training programs that state- 
of-the-art management requires. 

Communication Skills: 
Oral Communication and Listening 

Reading and writing are essential tools, but it is through 
listening and speaking that we interact most frequently. Among 
the skills most basic to individual and organizational success, 
the skills of communicating orally and listening intelligently stand 
out. 

For most people, formal education in communication has 
been directed at those skills that are used least in the workplace: 
reading and writing (Burley- Allen, 1982). Surveys show that, 
in theory at least, most Americans have had approximately 
twelve years of formal training in writing and six to eight years 
in reading; but they have had only one or two years in speech- 
related courses such as public speaking, interpersonal commu- 
nication, drama, debate, and oral interpretation of literature 
and virtually no formal training in listening (Werner, 1975, in 
Wolvin and Coakley, 1982). 
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In the mid 1970s federal legislation recognized that speak- 
ing and listening skills -along with reading, writing, and compu- 
tation—should be considered basic competencies and measures 
of functional literacy. People who lack proficiency in the skills 
of oral communication are handicapped not only in communicat- 
ing with others but also in learning for personal and professional 
development. 

Workers who can express their ideas orally and who under- 
stand verbal instructions make fewer mistakes, adjust more easily 
to change, and more readily absorb new ideas than those who 
do not ("The Productivity Paradox," 1988). Thus career develop- 
ment is enhanced by training in oral communication and listen- 
ing because these skills contribute to an employee's success in 
all of the following areas; 

• Interviewing 

• Making presentations at or conducting meetings 

• Negotiating and resolving conflict 

• Selling 

• Leading 

• Being assertive 

• Teaching or coaching others 

• Working in a team 

• Giving supervisors feedback about conversations with cus- 
tomers 

• Retraining 

The strategic importance of oral communication skills in 
today's workplace has been amply documented and cannot be 
overstressed.. Employees are already spending most of the work- 
day communicating, and the time they spend in interpersonal 
communication will increase as robots, computers, and other 
machines take over more and mo. e mundone, repetitive jobs. 
Moreover, according to the Forum Group — a major provider 
of corporate training— "a manager's o /erall pcxformance was 
influenced as much, or more, by his or her ability to network 
through the organization as by the way he or she managed suboi^ 
dinates" (Burlingham, 1987, p. 52). 
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Skill in oral communication is a key element of good 
customer service. In general, U.S. customers are reasonably 
satisfied with the merchandise they buy, but they are disgruntied 
about the quality of service they receive (Albrecht and Zemke, 
1985). More than 76 million workers — a majority of the U.S. 
labor force— are in the service sector, and companies that pro- 
vide excellent service tend to stay far ahead of their competitors. 

A recent government-sponsored study reported the fol- 
lowing: 

• For each complaint a company receives, it actually has, on 
average, twenty-six customers with problems, six of whom 
have "serious" problems. 

• Of customers who register complaints, between 54 and 70 
percent will do business with the organization again if their 
complaints are resolved. This figure rises to 95 percent for 
customers who believe their complaints v/ere resolved quickly. 

• Customers who have complained to an organization and had 
their complaints satisfactorily resolved tdl an average of five 
people about the treatment they received (Albrecht and 
Zemke, 1988; Gorman, 1988; Kotkin, 1988). 

To provide good service, employees must be trained in 
more than the technical aspects of their jobs; they must learn 
how to talk to customers, listen to them, handle their complaints 
courteously, deal with them even if they are difficult or unclear 
in their demands, and solve their problems. 

Good oral communication is the core of persuasion, sell- 
ing, and marketing. Getting and keeping customers means that 
people from all areas of a company, not just its designated sales 
and marketing department, must communicate eflfectively. Keep- 
ing today's customer means selling a continuing relationship. 

Equally important is the skill of listening. Few American 
companies have addressed employees' lack of functional listen- 
ing skills by providing training in this arena. However, the need 
for listening instruction was recognized by a committee of the 
Association for Business Communication when it surveyed busi- 
ness executives and found an urgent cry for listening instruc- 
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tion to be increased. Moreover, in a survey by a professional 
organization of educators who teach business communication, 
those educators agreed that listening is a critical skill and should 
be taught (Glassman and Farley, 1979). Some movement is oc- 
curring in this arena; since the Interiiational Listening Associa- 
tion vvas founded in 1979, there has been an increase in listening 
improvement courses for students from kindergarten through 
college. 

Workers spend 54.93 percent of their time listening, yet 
the listening skills of modern Americans are appalling: 

• We use only 25 percent of our listening capacity. 

• We use only 10 percent of our memory potential. 

• We forget half of what W2 have heard within eight hours. 

• Eventually, we forget 95 percent of what we have heard 
unless cued by something later on. 

• We distort what little we do remember (Nichols and Stevens, 
1957; Barker, 1971). 

If we translate all chat into an eight-hour workday, it 
breaks down as follows: 

• We spend about four hours in listening activity. 

• We hear for about two hours. 

• We actually listen for an hour. 

• We understand thirty minutes of that hour. 

• We believe only fifteen minutes' worth of what we listen to. 

• We remember just under eight minutes' woith (Elsea, 1986). 

Unfortunately, de^^jite the importance of listening skills 
and despite evidence that where listening programs are offered, 
they arc among the most popular training programs (Gordon 
and Zemke, 1986), only 33 percent of organizations with fifty 
or more employees provide listening skill training. 

Author and businessman Tom Peters believes the listen- 
ing habits of American workers to be so poor he states that the 
bottom line of American businesses will not improve unless 
listening skills are enhanced. Peters is only one in a long list 
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of corroborative voices that rate communication skills as second 
in importance only to job knowledge in an employee's career 
success (Mundale, 1985). 

Importantly, the percentage of time workerj. engage in 
listening increases the higher they go up the corporate ladder, 
with top managers spending as much as 65 percent of their work- 
day listening (Keefe, 1971). Because most people have had no 
training in this critical skill, Americans' poor listening habits 
cost hundreds of millions of dollars each year in productivity 
lost through misunderstandings and mistakes. And there is no 
dollar value to assess the cost of physical and emotional stress 
that results from countless breakdowns in human relationships 
(Steill, 1980). 

One example of how measurable poor listening costs can 
mount comes from the case of the typical business letter, which 
when all goes well costs $12 to S15 in employee time and effort 
to create and mail. If a person does not listen carefully and con- 
sequently addresses a letter incorrectly, the cost of preparing 
and sending the letter is wasted if it cannot be delivered. Even 
if experienced postal workers manage to figure out the letter's 
correct address and deliver it, the delay may mean its contents 
are outdated or that the person receiving the letter will be less 
receptive to its message. Perhaps an order worth much more 
than the cost of the letter itself will be lost. Not every employee 
addresses (or misaddresses) letters, but nearly every employee 
makes comparable costly listening mistakes. At the rate of just 
on^ such $15 mistake per U.S. employee per year, the annual 
cost of poor listening would equal more than a billion dollars. 

Oral and listening communication skills, therefore, are 
central to the smooth operation of a competitive venture. They 
are at the heart of getting and keeping customers. Pitching in- 
novation, contributing to quality circles, resolving conflict, and 
providing meaningful feedback all hinge on the capacity to speak 
and listen well. 

Adaptability: Creative Thinking and Problem Solving 

An organization's ability to achieve its strategic objectives 
also often depends on how quickly it can bring into play the 



The Skills Employers Want 



29 



skills of problem solving and creative thinking. Problem-solving 
skills include the ability to recognize and define problems, in- 
vent and implement solutions, and track and evaluate results. 
Creative thinking requires the ability to understand problem- 
solving techniques but also to transcend logical and sequential 
thinking and make the leap to innovation. 

New approaches to problem solving, organizational de- 
sign, and product development all spring from the individual 
capacity for creative thinking. In the workplace, creative thinking 
is generally expressed through the process of creative problem 
solving. Increasingly, companies are identifying creative prob- 
lem solving as critical to their success and are instituting structured 
approaches to problem identification, analysis, and resolution. 

Unresolved problems create dysfunctional relationships 
in the workplace. Ultimately, they become impediments to flex- 
ibility and to dealing with strategic change in an open-ended 
and creative way. Creative solutions help the organization to 
move forward toward its strategic goals. 

William C. MUler, author of The Creative Edge (1987), goes 
so far as to describe organizational strategy itself as an exam- 
ple of creative thinking. He says that "At the heart of the creative 
strateg>'-development process is an innovative search that en- 
courages the creative freedom to generate options that are unique 
and relevant" (p. 167). 

In less theoretical terms, employers want to imp*uve the 
creative problem-solving capabilities of their employees to en- 
hance the productivity of work teams. A primary task of the 
work team is plugging the "error leak** through early identifica- 
tion and resolution of problems that affect productivity, in-age, 
or ^ales. For example, Milwaukee Amstar, a producer of heavy- 
duty electric tools, has institutionalized a "productivity team con- 
cept" that focuses on problem solving. SWAT (solutions wg 
achieve /ogether) teams provide an opportunity for employees 
to become as involved in the creative problem-solving effort as 
they choose to be. Team objectives include the following: 

• Fostering employee involvement 

• Developing and displaying decision-making and implemen- 
tation ability 
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• Increasing quality and cost awareness 

• Learning to work together and helping others grow 

• Using worker creativity to solve problems 

Personal Management: Self^Esteem, Motivation/Goal 
Setting, Employability/Career Development 

Another key to individual effectiveness in the workplace 
is good personal management. Self-esteem, motivation/goal set- 
ting, and employability/career development skills are critical to 
the workplace because they impact heavily on individual morale, 
which in turn plays a significant role in an institution's ability 
to achieve bottom line results. 

Employers have been feeling the pressure to make their 
own provisions for addressing perceived deficiencies in these skill 
areas because they realize that a work force without such skills 
is less productive. Conversely, solid personal management skills 
are often manifested by efficient integration of new technology 
or processes, creative thinking, high productivity, and a pur- 
suit of skill enhancement through training or education. Un- 
fortunately, problems in the workplace related to these skill areas 
have increased primarily because entry-level applicants are ar- 
riving at the "hiring hall" deficient in personal management skills. 
Moreover, many potential employees never get hired because 
they do not possess even the most rudimentary skills for find- 
ing employment; although they may be qualified to hold a job, 
they don't respond to job advertisements or show up at employ- 
ment interviews. 

Once on the job, an employee's lack of competence in per- 
sonal management skills affects the following areas. 

Hiring and training costs: Workers may fail in the initial tasks 
set for them by management, driving the employer to continually 
hire and fire. This leads to excessive spending on the orienta- 
tion and training of new employees as well as the cost of pro- 
cessing outgoing workers from the organization. 

Productivity: New and inexperienced replacements face a 
significant learning curve that affects overall activity by slow- 
ing down the production process; experienced workers lacking 
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adequate personal management skills may not work up to their 
full potential. 

Quality control: Product defect rates may be very high 
among workers who have low confidence in their own ability 
to do the job. 

Creativity. People who lack confidence in their ability to 
devise new or corrective solutions or to set work goals will re- 
ject their own ideas rather than bring them to the attention of 
a supervisor. 

Ability to develop worker skills to meet changing needs: People 
with impaired self-esteem, poor self-motivation, and unfocused 
career plans may see themselves as trapped at entry-level posi- 
tions, unable to cope with change, or doomed to failure and 
firing. These negative feelings are frequently reflected in poor 
job performance. 

Cumulatively, employees' personal management problems 
present a series of roadblocks that slow or halt an organization's 
progress. An organization with such difficulties cannot plan ac- 
curately for its future in terms of integrating new technology, 
establishing new work structures such as work teams, or im- 
plementing new work processes. 

Group Effectiveness: Interpersonal 
Skills, Negotiation, and Teamwork 

Organizations are composed of individuals with differ- 
ing opinions and operating styles. Whenever people work to- 
gether, successful interaction depends upon effective interper- 
sonal skills, focused negotiation, and a sense of group purpose 
(teamwork). Of course, diversity inevitably results in conflict 
from time to time. In today's workplace, the move toward par- 
ticipative decision making and problem solving inevitably in- 
creases the potential for disagreement, particularly when the 
primary work unit is a peer team with no single person taking 
on the role of decision m.aker (that is, supervisor or manager). 
All this puts a premium on developing employees' group effec- 
tiveness skills. 

Interpersonal skills training can help many employees rec- 
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ognize and improve their ability to determine appropriate self- 
behavior, cope with undesirable behavior in others, absorb 
stress, deal with ambiguity, structure social interaction, share 
responsibility, and in general interact more easily with others. 
This is particularly relevant to working teams. Teamwork skills 
are critical for improving individual task accomplishment at work 
because practical innovations and solutions are reached sooner 
through cooperative behavior. Furthermore, a person's human 
needs and individual job responsibilities are addressed more 
directly in a team environment. Developing cooperative skills 
is a requirement if employees' talents are to be used effectively 
to in^uence organizational change strategies. 

Negotiation skills are critical for the effective functioning 
of good teams as weU ilri i:?dividual acceptance in an organiza- 
tion. The increasing interdependency of people from the shop 
floor to the CEO's office creates a need for skills in constructive 
face-to-face relations that maintain harmony and build in- 
tergroup trust. Besides being important for building construc- 
tive interpersonal relationships, skills in negotiating are basic 
and crucial to the problem-solving process at all levels of an 
organization (Mastenbroek, 1983). Moreover, good interper- 
sonal skills provide the foundation for organizational effectiveness 
and success as a leader. 

In the past two decades, there has been a tremendous in- 
crease in the use of teams in the workplace. The team approach 
has been linked conclusively to higher productivity and product 
quality, as well as to increased quality of work I fe. Change 
s'trategies are usually dependent upon the ability . employees 
to pull together and refocus on the new common ^oal. 

Anthony P. Camevale, chief economist for tl American 
Society for Training and Development, writes in Human Capital 
i High Yield Corporate Investment (1983) that there are two ways 
to increase productivity. "The first is by increasing the intensity 
with which we utilize [human] resources (working harder), and 
the second is by increasing the efficiency with which we mix 
and use available resources (working smarter). Analysis of data 
as far back as 1929 demonstrates that 'working smarter'— the 
ability of working teams to learn together -is the most signifi- 
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cant among human factors in producing income and produc- 
tivity growth** (p. 15). 

Organizations establish teams for many reasons, both 
positive and negative: 

• Loss of production or unit ouvput 

• Increase in staff grievances and complaints 

• Evidence of staflF conflict and hostility 

• Confusion about assignments, missed signals, and other 
evidence of unclear relationships 

^ Decisions misunderstood or not carried through properly 

• Apathy —general lack of interest or involvement by staff 

• Apparent lack of staff initiative, imagination, and inno- 
vation 

• Ineffective staff meetings, low participation, minimally effec- 
tive decisions 

• Formation of a new group that needs to develop quickly in- 
to a working team 

• High dependency on or negative reactions to the manager 

• Complaints from customers and users about the quality of 
services 

• Continued, unaccounted-for increases in costs (Dyer, 1987, 
p. 39) 

At Texas Instruments (TI) the written goal of its Effec- 
tiveness Teams program is "to improve the quality of our prod- 
ucts, increase company profits, and make working at Texas 
Instruments more fun" (Texas Instruments, 1984, p. ii). So like 
most companies using teams, TI expects teamwork to improve 
company productivity and competitive position. 

Whenever people work together, successful interaction 
depends upon effective interpersonal skills, focused negotiation, 
and a sense of group purpose. The quality of these three fac- 
tors defines and controls working relationships. The strategic 
relevance of interpersonal, negotiation, and teamwork skills is 
evident. They are basic tools for achieving the flexibility and 
adaptability that America's work force must have in order to 
remain competitive. 
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Influence: Organizational 
Effectiveness and Leadership 

To be effective in an organization, employees need to have 
a sense of how the organization works and how *he actions of 
each individual affect organizational and strategic objectives. 
Skill in determining the forces and factors that interfere with 
the organization's ability to accomplish its tasks can help the 
worker become a master problem solver, an innovator, and a 
team builder. 

Organizations are a tapestry of explicit and implicit power 
structures. In the explicit structure, leadership is conferred and 
represented by title and authority. In the implicit structure, 
leadership is a delicately woven image achieved by cuhivating 
the respect of peers and projecting a sense of reliability, goal 
orientation, and vision. Both organizational effectiveness and 
leadership skills are basics for success in tomorrow's workplace. 
People who have these skills can help employers create the con- 
ditions for achieving success in the marketplace. 

Basic training in organizational effectiveness is geared 
toward providing the trainee with an understanding of what 
organizations are, why they exist, and how one can navigate 
the complex social waters of varying types of organizations. Once 
armed with this basic framework, the trainee is exposed to the 
organizational cuhure of his or her employer, its goals, values, 
cdture, and tradidonal modes of operation. Finally, training 
in skills that make the employee a fully functioning member of 
the organization — interpersonal, communication, and group 
dynamic .skills— competes the picture. 

Some employers, such as Honda (at its Ohio plant), are 
in the enviable position of having a large enough employment 
pool to screen out unsuitable applicants through cuhural pre- 
job assessment. This ensures that employees who are hired will 
fit into the existing institutional environment (Tichy and De- 
vanna, 1986). An applicant who wants a job at the Honda plant 
is required to write an essay about his or her life goals and how 
employment with H.nda will fit in with those goals. The re- 
quirement eliminates the 90 percent of applicants who cannot 
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identify a place for Honda in their lives. Honda then focuses 
on the remaining 10 percent for hiring. New employees go 
through initial training for three weeks (three to eight hours is 
typical of American automobile manufacturers). At Honda, it 
is the best workers who train new employees so that newcomers 
leam the ins and outs of the organizational structure and the 
preferred way of working. Although many people look with 
amusement at this kind of cultural indoctrination, it is the same 
kind of indoctrination that makes the United States Marine 
Corps such a unique fighting force. The result in both cases is 
people who become excellent workers and who make a max- 
imum effort to return to the organization what the organiza- 
tion took so much time to give to them (Tichy and Devanna, 
1986, pp. 242-243). 

Organizational effectiveness skills are the building blocks 
for leadership. Without them, leadership efforts can be misplaced 
and even counterproductive. A proactive approach toward in- 
creasing organizational effectiveness skills through training is 
a reflection of a commitment to shared leadership concepts 
operating throughout the organization. Implementing shared 
leadership values has been shov/n to have a positive impact on 
productivity. When leadership functions are dispersed through- 
out an organization, those who perform in leadership roles will- 
ingly take on the responsibility for creating and communicating 
the vision of the organization and what its work groups should 
accomplish. By their proximity, they are also better able to create 
and communicate the quality of the work environment necessary 
to realize that vision. One discussion of the importance of en- 
couraging visionary leadership practices throughout an organiza- 
tion involves ihe concept of the superteam (Hastings, Bixby, 
and Chaudhry-Lawton, 1986). A superteam is defined as "a high 
performing team which produces quite outstanding achievements" 
(p. 8). Leaders of superteams are described as "good at creating 
visions. . . . The leaders of superteams spend as much time an- 
ticipating the future as they do managing the present . . . they 
devote their time to thinking forward to, and talking to others 
about, their goal, for it is this that provides the team with its 
purpose and direction" (p. 81). Every team can be a superteam 
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if it has good shared leadership practices and an understanding 
of how the organization functions and what its goals are. 

One reason for encouraging the deployment of visionary 
leaders throughout the organization is to improve institutional 
response time to changing and increasingly complex external 
environment factors that affect the organization's ability to oper- 
ate effectively. 

At its most elementary level, leadership means that one 
person influences others. An organization that supports the con- 
cepts of shared leadership encourages employees at all levels to 
assume this role where it is appropriate. The functions of leader- 
ship include stating basic values, announcing goals, organiz- 
ing resources, reducing tensions between individuals, creating 
coalitions, coalescing the work force, and encouraging better 
performance. There is a direct correlation between the imple- 
mentation of shared leadership practices and product improve- 
ment, higher morale, and innovative problem solving, which 
leads to a more hospitable environment for instituting change. 

Leaders at the top cannot make an organizational system 
work without the willingness of employees throughout the cor- 
porate structure to take on shared leadership roles. A great many 
people throughout the system must be in % state of psychological 
readiness'" (Gardner, 1987, p. 10) to take leaderlike action to 
improve the functioning at their levels. Historically, the roots 
of business failure can often be traced to inadequate training 
in and attention to the importance of leadership as a basic work- 
place skill. Too frequently, companies designate people as leaders 
without providing proper evaluation and training to ensure that 
they are sufficiently qualified to assume leadership roles. 
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The Foundation: 
Learning How to Learn 



The accumulation of knowledge is respected and encouraged 
in our society. But rarely do we, in our childhood years, learn 
the principles that prepare us to absorb and apply information 
effectively. 

Knowing how to learn is the most basic of all skills because 
it is the key that unlocks future success. Individuals who know 
how to learn can more easily acquire other skills. Without this 
essential skill, however, one's learning is not as rapid or as com- 
prehensive and long lasting. 

Individuals begin to develop informal learning-to-learn 
strategies in infancy and may subconsciously continue to make 
marginal improvement in thi: skill throughout their lives. It is 
probable, however, that in the absence of explicit training in 
this fundamental skill, many will reach a learning process pla- 
teau. That is, while they may continue to accumulate knowledge, 
they will not learn as effectively as they could if they used ex- 
plicit learning-to-learn strategies. Clearly, for some people, the 
failure to acquire adequate learning-to-learn skills will result in 
unrealized personal and economic potential. 

A modem worker— whether an unlettered laborer attempt- 
ing to break the code of written language, a technically skilled 
factory employee joining a new work team, or a highly educated 
manager negotiating a pivotal deal -needs to be aware of the 
techniques, attitudes, and knowledge that facilitate the processing 
of information. A worker needs to know how to work effectively 
and efficiently. 
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Each adult brings a different personal data base of ex- 
perience and learning to the workplace. This base cannot re- 
main static because our lives are a caldron of experiments 
responding to the need to adapt to changing circumstances. How 
we process incoming information is governed by our ability to 
learn, and this ability is made more valuable by our becoming 
aware of how we process and develop strategies for applying 
information. 

According to engineer- architect R. Buckminster Fuller, 
**Every time /ou make an experiment, you learn more; quite 
literally, you cannot learn less" (Kehl, 1983, p. 35). But like 
scientists whose experiments yield an unexpected result, we need 
strategies for understanding and utilizing the information that 
confronts us. 
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Learning to Learn: 
Strategies for Acquiring Skills 



The only man who is educated is the man who has learned 

how to learn . , . how to adapt and change. 

Carl Rogers 

Freedom to Learn, 1969 



What Is Learning to Learn? 

According to Robert M. Smith, professor of adult educa- 
tion at Northern Illinois University, "Learning how to learn in- 
volves possessing, or acquiring, the knowledge and skill to learn 
effectively in whatever learning situation one encounters'' (1987, 
pp. 137-138), The process by which one acquires learning-to- 
learn skills is based on three factors: 

1 . Learner needs: what a person needs to know and to be able 
to do for success in learning 

2. Learning style: a person's highly individualized preferences 
ap/J tendencies that influence learning 

3 . Training: organized activity or instruction tt increase a per- 
son's competence in learning 

Among the many approaches to learning that one can use 
to develop learning- to-learn skills are the following (Rae, 1985), 

® Reading 

• Attending lectures 
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• Direct on-the-job training 
® Action/hands-on learning 

• Coaching by a supervisor or other expert 

• Self-development 

• Training courses outside of work 

No one of these activities is the right or wrong approach 
to learning to learn. Rather, each learning situation dictates the 
approach or combination of approaches that will best meet a 
particular person's needs. 

Early in this century, it was possible for an organization 
to expect its workers to take direction and carry out simple tasks 
without the work force or its managers worrying much about 
the mechanics of how tasks were to be done, how to learn to 
do them better, or how to learn many new tasks quickly several 
times in a career. What has evolved, however, is a workplace 
that requires employees who understand what they are doing, 
can be analytical, see how their tasks fit into a greater organiza- 
tional whole, can innovate to improve a product line, and can 
change to keep pace with advances in theory and technology. 
A prerequisite for becoming that kind of employee is the ac- 
quisition of learning-to-learn skills that are transferable from 
one subject-specific area to another. 

Lauren Resnick of the Learning Research and Develop- 
ment Center of the University of Pittsburgh has provided ad- 
vice that, although aimed at educators, is equally relevant to 
trainers charged with improving workers' Iccirning-to-leam skills. 
"School," Resnick says, "should focus its efforts on preparing 
people to be good adaptive learners, so they can perform effec- 
tively when situations are unpredictable and task demands 
change" (Raspberry, 1988). 

Whether one is in school or on the job, learning to learn 
is a process, not a product, and its basic tenets are communicated 
effectively only when they are contextually grounded. Good 
learning-to-leam skills are self- perpetuating, self-generating, and 
self-rewarding in that "better ways to learn may lead to better 
ways to %arn to feflrn/ which could make the crucial difference 
between what v/e call normal thought and creative thought" 
(Minsky, 1985, p. 80). 
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Expressed in terms meaningful to employers, learning- 
to-learn training provides techniques for ensuring that employees 
in all occupations and at all skill levels can learn and think faster 
and more thoroughly and efficiently. Learning to learn involves 
a set of learnable (therefore trainable) skills that enable employees 
to understand and manipulate new information quickly and con- 
fidently. 

What Theories Support Current 
Training in Learning to Learn? 

Historically, learning to learn reaches back to ancient 
Greece as embodied in the Socratic method. In this approach, a 
learner asks questions and seeks definitions and models, with 
the questioning process giving rise to new ideas by drawing on 
prior knowledge. Seeking means for assessing the validity of 
ideas, the Greek philosophers also laid the foundation on which 
contemporary views of logic and scientific inquiry are built. 

In the United States, the importance of learning to learn 
has been reinforced by such prominent and colorful historic 
figures as Benjamin Franklin. He found his contemporaries so 
deficient in this skill that he was inspired to train members of 
the Junto, a discussion club that he founded in 1727. Franklin 
insisted on club rules that "forestalled dogmatism, minimized 
conflict, and fostered productive inquiry; rule breakers were 
assessed fines" (Gratten, 1959). 

In this century, Arnold Toynbee, the distinguished British 
historian, noted that learners need to learn how to transform 
themselves Into "self-teachers" (Tough, 1979). Educational phi- 
lof jpher John Dewey f^966) suggested that we evaluate school- 
ing according to its success in creating in students a desire for 
"continual growth" and in providing them with the means for 
making that desire "effective" in fact. 

Ever-increasing interest in spreading the gospel of learn- 
ing to learn can be attributed to a number of factors: 

• Acceptance by mainstream educators of the idea that educa- 
tion is a lifelong process 

• A shift in emphasis from teaching to learning as more in- 
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depth studies have yielded more practical information about 
how adults learn 

• A proliferation of approaches and tv*ichniques for providing 
adult education 

• Research and experimentation v/ith useful results on in- 
dividual learning styles and how they affect a person's abili- 
ty to perceive and process information 

More than 100 training programs concerning learning to 
learn are currently operating in the United States. Although 
some of them actually provide training in techniques for im- 
proving learning skills, many are simply attempts to achieve 
one particular result, for example, higher scores on standardized 
intelligence tests. Although learning-to-learn programs are usu- 
ally, albeit sometimes unwittingly, based on one or another 
learning theory, most arc not rigorous enough to have a clear 
connection between a specific learning theory or theories and 
the learning-to-learn strategies they promote. Yet experience 
and research demonstrate that when learning theory is embedded 
in subject-specific practical exercises and when skills to enhance 
learning-to-learn capabilities or techniques in critical thinking 
are explicitly identified and taught, learners' test scores improve. 
Further, their learning gains are retained over time and transfer 
across subject areas (Resnick, 1987c; Heiman and Slomianko, 
1987). 

Table 1 provides a paradigm for illustrating how learn- 
ing theories can be correlated with training techniques based 
on assumptions about how people learn how to learn (Brostrom, 
1979) and tailored to the learning needs of each participant. 

Using this paradigm, a trainer can select and translate 
learning theory into practical training exercises based on the 
range of the learners learning needs. In this way, learners use 
and develop generic learning-to-learn strategies that increase 
knowledge and retention regardless of the subject under study. 
A thorough trai ^^r will consider presenting learning content, 
to a greater or lesser degree, through the use of the appropriate 
learning theory (Brostrom, telephone interviews, March and 
April 1988). This is because each theory has some degree of 
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applicability to all content and to the individual ways in which 
learners learn. If, for example, a trainer designs a course on 
aspects of automation, the trainer might seler.t a behaviorist ap- 
proach such as computer-aided programmed instruction as the 
main means of delivering content. However, to offer more vari- 
ety and improve the likelihood of meeting the Icarning-to-lcarn 
needs of individual training participants, the trainer could sup- 
plement the computer-based instruction with a strut.turalist ap- 
proach (a walk-through of an automated facility), a functionalist 
approach (a brief research and writing assignment), and a hu- 
manist approach (a support group exercise). 

Broadening training techniques to increase the probability 
that learners will be provided v\dth transferable learning-to-learn 
skills is only a starting point. Experience shows that learners 
may favor specific training/learning methods for acquiring new 
information. For example, to learn how to operate a complex 
machine that learners have never seen before, for some, the best 
approach will be hands-on exploration of the equipment, fol- 
lowed by an opportunity to read written operating instructions. 
For others, the best approach will be to read the instructions 
first. Nevertheless, training content and learning task objectives 
also require consideration. For example, some learners may, as 
a rule, learn best by listening. If they are trying to learn how 
to be good public speakers, however, listening to even the best- 
presented lecture will not have as significant an outcome as their 
standing up, delivering a speech, and receiving feedback on their 
performance. 

The method by which an individual prefers to learn is 
not necessarily static; it may change at different stages of a per- 
son's life and career (Rae, 1985). Early in their employment, 
many learners nrcfer settings and methods similar to those in 
the academic environment they have recently left. This prefer- 
ence is partly a conditioned response, the association of learning 
with familiar aspects of a classroom environment. As midcareer 
approaches, learners' preferences may switch to more experiential 
(on the-job or job simulation) learning environments and meth- 
ods (small group activities, case studies, decision-making dis- 
cussions, and so on). Beyond this point and taking into account 
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Table 1. Lc?,rning-to-Lcarn Theories and Techniques. 



Behaviorist 



Structuralist 



Functionalist 



Humanist 



Orientation to learning 



Assumptions about 
learning to learn 



Teaching/training 




New behavior can be 
caused and "shaped" 
with well-designed 
structures around the 
learner 

Training designers 
select the desired end 
behaviors and proceed 
to engineer a reinforce- 
ment schedule that 
systematically encour- 
ages learners' progress 
toward those goals. 
Imaginative new 
machincp/ has made 
learning fun and 
thinking unnecessary. 
Learners often control 
the speed. 

Supportive: emphasis on 
controlling and 
predicting the learner 
and learning outcomes — 
cooperative, stimulus- 
response mentalities are 
valued. Process is 
product centered. 



The mind is like a com- 
puter; the teacher is the 
programmer 



Content properly 
organized and fed bit- 
by-bit to learners will 
be retained in memory. 
Criterion tests will 
verify the effectiveness 
of teaching. The 
teacher "keeps people 
awake" while simulta- 
neously entering data— 
a much*envied skill. 



Directive: planning, 
organization, pre- 
sentation, and eval- 
uation are featured. 
Process is teacher 
centered. 



People learn best by 
doing, and they will do 
best what they want to 
do. People will learn 
what is practical. 

The learner must be 
willing (or motivated) 
by the process or the 
product. Otherwise it is 
useless to try teaching. 
Performance "on-the- 
job** is the true test. 
Opportunity, self- 
direction, thinking, 
achieving results, and 
recognition arc 
important. 



Assertive: a problem- 
focused, conditional, 
confrontational cli- 
mate-striving, stretch- 
ing, achieving. Process 
is task oriented and 
learner centered. 



Learning is self-directed 
discovery. People are 
natural and unfold (like 
a flo^vcr) if others do 
not inhibit the process. 

"Anyhing that can be 
taught to another is 
relatively inconse- 
quential" (Rogers). 
Significant learning 
leads to insight and 
understanding of self 
and others. Being a 
better human being is 
considered a valid 
learning goal. Can be a 
very inefficient, time- 
consuming process. 



Reflective: authenticity, 
equality, and accep- 
tance mark relationship. 
Process is relationship 
centered. 



Siraigths 



Limitations 



Major theorist 

Key words 
and processes 



The Doctor^: dear, pre- 
cise, and deliberate; low 
risk; careful prepa- 
ration; emotionally 
attentive; complete 
security for learners; a 
trust builder; everything 
"arranged"; protective; 
patient, in control. 



The Manipulator^: fosters 
dependence; over- 
protective; controlling; 
manipulative^ "for their 
own good"; sugar- 
coating; hypocritical 
agreeing; deceptive 
assurances; withholds 
data. 



B. F. Skinner 

• stimulus-response 

• practice • shaping • 
prompting • behavior 
modification • pinpoint- 
ing • habit formation 

• reward and punish- 
ment • teaching 
machines • environ- 
mental design • .'succes- 
sive approximation • 
sensitizing • training 

• extinction 



The Expert*: Informa- 
tive; thorough; certain; 
systematic; stimulating; 
good audiovisual tech- 
niques; well rehearsed; 
strong leader; powerful; 
expressive; dramatic; 
entertaining 



The Elitist': preoccupied 
with means, image, or 
structure rather than 
results; ignores affective 
variables; inflexible 
(must follow lesson 
plan); dichotomous 
(black or white) 
thinking; superior. 



Robert Mager 

• task analysis • lesson 
planning • information 
mapping • chaining • 
sequencing • memory • 
audiovisual media • 
presentation techniques 

• standards • association 

• evaluations • measur- 
ing instruments • 
objectives • recitation 



The Coach": emphasizes 
purpose; challenges 
learners; realistic; lets 
people perform and 
make mistakes; takes 
risks; gives feedback; 
builds confidence; is 
persuasive; gives 
opportunity and 
recognition 

'Sink or Swim': ends 
justify means; loses 
patience with slow 
learners; intimidating; 
insensitive; competitive; 
overly task oriented; 
opportunistic, retum- 
OR-investment 
mentality. 



David McClelland 

• problem solving • 
simulation • "hands-on" 

• reasoning • learner 
involvement • reality 
based consequences « 
achievement • failure 

• confidence « thinking 

• motivation • compe- 
tence • discipline • 
recognitions • feedback 

• working 



The Counselor^: 
sensitive; empathic; 
open; spontaneous; 
creative; a "mirror''; 
nonevaluative; 
accepting; responsive to 
learners; facilitative; 
interactive; helpful 



The A tazy Thinker^: 
vague directions; 
abstract, esoteric, or 
persona] content; lacks 
performance criteria; 
unconcerned with clock 
time; poor control of 
group; resists 
"teaching^; appears 
unprepared. 

C. R. Rogers 

• freedom • individu- 
ality • ambiguity • 
uncertainty • a^.areness 

• spontaneity • mutu- 
ality • equality • open- 
ness • interaction • 
experiential learning • 
congruence • authentic- 
ity • listening • coop- 
eration • feelings 



^ Source: Adap.sd from Brostrom, 1979. 
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an employee's position, the training format that learners prefer 
usually depends on the training culture of the company —experi- 
ential (self-directed) or prescriptive (trainer-directed). 

Another important factor influencing a person's learning 
facility is perceptual style preference for learning. For example, 
if you ask a group of people how to spell a difficult word, you 
may observe that some people close their eyes and whisper to 
themselves; some appear to be writing with an invisible pen; 
some hunt for paper and a real pen or pencU so they can write 
the word. In trying to retrieve the word's spelling from their 
memories, they reveal something about the sensory intake or percep- 
tual style with which they originally learned the word's spelling. 
In this case, some people hear the spelling; some feel it; some 
see it (American Society for Training and Development, 1988). 

According to studies by James and Galbraith (1985), there 
are seven primary perceptual preferences: 

1. Print: the preference of the reader/writer, who learns well 
from traditional texts and pencil-and-paper exercises 

2. Visual: the preference of the observer, who likes to look at 
slides, films, videotapes, exhibits, demonstrations, photo- 
graphs, charts, and graphs 

3. Aural: the preference of the listener, who enjoys most lec- 
tures and also learns well from audiotapes and records 

4. Interactive: the preference of the talker, who learns best from 
discussions and question-and-answer sessions 

5 Taci'le/manipulative: the preference of the toucher/handler, 
who wants hands-on activities and also learns well from 
model building or sketching 

6. Kinesthetic/psychomotor, the preference of the mover, who likes 
role plays and physical games and activities 

7. Oljadory: the preference of the smeller/taster, who associates 
learning with smells and tastes. This style is not often used 
in the classroom, but has much interest for industries such 
as candy making, wine producing, and pharmaceuticals, 
where employees must learn the significance of subtle differ- 
ences in odors, aromas, tastes, or flavors. 
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Sensory perceptions affect other learning capabilities too. 
For example, some people are basically field-dependenty whereas 
others are field-independent Field-dependent people are inclined 
to view the big picture (the forest) but find it hard to focus on 
details. Field-independent people can easily distinguish details 
(the trees) but find it difficult to see the whole. Although a few 
people are at each extreme for this kind of perception, most 
people show only a slight preference for one or the other. In 
fact, either extreme is associated with learning disability. 

Research (James and Galbraith, 1985) indicates that more 
adults are in the visual learner group than in any one of the 
other six groups. Still, whatever our primary lesuning preference, 
we also learn— although with varying degrees of efficiency— 
through all our senses. Good learning-to-learn training reflects 
the need to use all available learning tools, even if they are not 
the most personally suitable. 

From the perspective of having to create leaming-to-learn 
materials, information about individual learning styles enables 
curriculum designers and developers to modify and balance 
training techniques to satisfy the needs of each training group 
member. If a training group has a full mix of learning styles, 
this replicates the situation in the workplace, providing a natural 
training ground for demonstrating to employees how they can 
use and improve learning-to-learn skills on the job. 

Adult education experts have also recognized and regu- 
larly stressed the importance of learning how to learn. From 
Joseph K. Hart, a leader in the adult education movement of 
the 1920s, to contemporary adult education expert Malcolm 
Knowles, a major objective has been the development and re- 
finement of a process for improving the learning-process skills 
of adults. That process is known today as andragogy. 

Basically, these are the principles of the andragogical style 
of instruction: 

• S;:t the climate, make it physically and psychologically recep- 
tive to learning. 

• Involve leamers in mutual planning, and make people feel 
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committed to their decisions by providing them a role in 
making them. 

• Involve participants in diagnosing their learning needs, and 
use a model of competencies that reflects both individual and 
organizational needs that allows people to see the gap be- 
tween the skills they possess and the skills they need. 

• Involve learners in formulating their learning objectives and 
using a learning contract. 

• Involve learners in designing learning plans, again through 
a learning contract. 

• Involve learners in evaluating learning. 

Recently, some people have questioned whether there 
really is a difference between the way children learn and the 
way adults learn. This has resulted in Knowles himself com- 
menting that what is important is the individual learner in the 
context of a given situation, regardless of whether we are talk- 
ing about adults or children; "certain cases call for an andra- 
gogical approach, while others demand pedagogical methods'* 
(Feuer and Geber, 1988, p. 36). Pedagogical methods would 
probably be indicated in a situation where there is an established 
"best way^ to perform a task. In this instance it probably does 
not make much sense to encourage the individual to explore 
options or actively filter the new information through his or her 
own experiences. 

Leonard Nadler, professor of human resource development 
(retired) in the School of Education and Human Development at 
George Washington University, argues that the concept of self- 
directedness (tjie heart of adult learning theory) applies differendy 
in the workplace than in adult education schools (see Feuer and 
Geber, 1988). In the latter, students are in class because they 
are self-motivated to be there; in the workplace, workers attend 
training primarily because management has decided it is neces- 
sary, which tends to strip the learner of self-directedness and, 
frequently, the enthusiasm to learn. One way around this is to 
help the learner discover his or her developmental needs. For 
example, provide a worker with a job exercise that requires more 
computational knowledge than previously, and he or she will 
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soon discover what additional learning is necessary to do the 
job right. 

The jury is out on just what andragogy is, but "whether 
you call it a theory, a philosophy, or merely a set of assump- 
tions, whether it speaks about adults or people of all ages, andra- 
gogy is an honest attempt to focus on the learner. In this sense 
it does provide an alternative to the methodology-centered in- 
structional design perspective" (Feuer and Geber, 1988, p. 39). 

What Are the Essential Elements of Training 
in Learning to Learn? 

Regardless of which leaming-to-learn training design and 
activities one uses, all of them share certain basic components. 
These components are characterized below. 

Knowledge of Domains of Mental Activity, A category ger- 
mane to both a trainers and a learner's tcisks is knowledge of 
spheres (domains) of mental activity. Such knowledge helps a 
trainer create learning experiences that take advantage of an 
individual's learning preferences. By developing more efficient 
modes of instruction, a trainer helps learners achieve desired 
performance outcomes. For learners themselves, an understand- 
ing of spheres of learning helps to illustrate the variety of activ- 
ities that constitute learning. 

Bloom s taxonomy (1956, 1964) usefully categorizes the 
variety of activities that constitute how people learn in the various 
domains of mental activity. 

The cognitive (thinking/knowing) dotmin involves understand- 
ing that responses may vary from simple recall of material to 
original and creative ways of combining and synthesizing new 
ideas. Simplified, this domain involves the skills people use to 
know, understand, or comprehend information. The cognitive 
domain includes such skills as knowledge, comprehension, ap- 
plication, analysis, synthesis, and evaluation. 

The psychomotor (physical) domain emphasizes muscular or 
motor skills that people use to learn how material and objects 
can be manipulated or how to perform tcisks that involve neuro- 
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muscular coordination. This domain iii\olves the skills people 
use to control their bodies. 

The affective (behavioral/attitudinal) doh.ain involves the skills 
and processes that people use to deal with their feelings, emo- 
tions, or degree of acceptance or rejection. The affective domain 
(Bloom, 1964) includes such skills cis receiving, responding, valu- 
ing, organizing, and characterizing. 

The categories of learning within the domains of cognitive 
(knowledge) and affective (attitudes) learning form a hierarchy 
because the categories are viewed a. -ncreasingly more difficult 
to achieve. This^ hierarchy is useful to both learner and trainer. 
It helps the former understand the characteristics of a learning 
need; for the latter, it is a tool for designing a building-block, 
step-by-step training format to help one grasp leaming-to-leam 
strategies. 

Understanding Formal Learning Strategies. Once a trainer 
understands the different ways in which individuals absorb in- 
formation, he or she needs to develop instructional strategies 
for helping training participants actually acquire knowledge. 
Formal learning activities constitute ^^n increasingly important 
aspect of all levels of organizational life. This has led to height- 
ened sophistication and academic attention to instructional strat- 
egies, especially those concerned with adult learners. Instructional 
strategies refer to the modes of training organization and de- 
livery used to increase the effectiveness of learning. 

Equal attention has been given to learning strategies, that 
is, the techniques a learner employs to increase learning ability 
(learnJng-to-learn skill). The appropriate choice of strategies de- 
pends on learning content and learner characteristics (perceptual 
preference and learning style). These strategic techniques have 
been grouped into eight categories (Weinstein and Mayer, 1986). 

1. Basic rehearsal strategies are used for learning information 
such as items in a list. For example, repeating items orally or 
mentally is a strategy that most people develop by adulthood. 
This strategy can be enhanced if it takes place in an environment 
free from distraction and is supplemented by visual imagery to 
facilitate learning. 
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2. Complex rehearsal strategies are used for learning material 
from written passages and are enhanced by taking notes or copy- 
ing important information. 

3. Basic elaboration strategies focus on making Internal con- 
nexions among items that do not have those connections exter- 
nally, such as learning foreign words. These strategies include 
mental imagery of the connections and the generation of a sen- 
tence that connects the items. Learner-generated images are 
more effective in adults than images imposed by others. In le^ fl- 
ing the meaning of foreign words, there is often not a root that 
connects the meaning of the words, so the learning is of a paired- 
associate structure. Two unrelated words must be connected men- 
tally to a common meaning. A well-known strategy for enhanc- 
ing this learning is referred to as the keyword method. Learning 
an association such as the meaning of a foreign word by ..^y 
word involves two stages: the acoustic link by which the sound 
of a foreign word is associated w?th the sound of a word familiar 
to the learner that easily evokes an image, which becomes the 
key word, and the imagery link that connects the key word through 
imagery to the native word of the learner that corresponds to 
the foreign word, thereby establishing the association. An ex- 
ample is the Spanish word trigo, which means "wheat." An acous- 
tic link is created by linking "tree" to trigo. Then the imagery 
link is formed with "wheat" by picturing a tree that grows wheat 
stalks instead of leaves (Weinstein and Mayer, 1986, p. 319). 

4. Complex elaboration strategies are used for integrating new 
information with prior knowledge. These strategies include 
paraphrasing, summarizing, creating analogies, generative note 
taking, and question answering. Generative note taking is a 
technique in which people create new analogies or relationships 
for what they already know and then draw implications from the 
new knowledge and state those implications in their own words. 

5. Basic organizational strategies are used for clustering items 
into groups that share some characteristics that can facilitate 
recall. The most effective busis for clustering is meaning rather 
than, for instance, visual shape. 

6. Complex organizational strategies are used for building in- 
ternal connectioii to new material. This involves outlining through 
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a traditional topical outline or a graphic diagram such as a 
mind map that associates key ideas. A strategy called neiojorking 
(Dansereau, 1978) specifies six links to look for among ideas: 
part, type, leads to, analogy, characteristic, and evidence. 

7. Comprehension monitoring strategies are used in a process 
whereby people become aware of their learning progress and 
are able to control their cognitive processes and to modify them 
if necessary. Skills for doing this include self-questioning about 
the nature of the task, consciously focusing attention on a task, 
giving positive self-reinforcement during the process, and real- 
istically coping with error and correction. 

8. Affective and motivational strategies are used in a process 
for dealing with anxiety about and generating and sustaining 
motivation for learning. This can be done through positive self- 
talk, rationalizing negative evaluations, and turning the focus 
away from self-deprecating thoughts. 

Awareness of Informal Learning Strategies. People usually 
consider learning and learning to learn in the workplace as being 
related to the organized, formal learning experiences described 
above. Furthermore, most people would acknowledge that learn- 
ing and learning how to learn also occur naturally and informally 
outside that context. The problem with informal learning-to- 
learn activities is the difficulty in assessing outcomes because 
the person or people involved may not be aware that they are 
acquiring a useful, transferable learning process. Learners who 
are unaware of informal learning strategies cannot consciously 
select them for application in other relevant situations. Training 
thit enhances learners' awareness of unstructured learning-to- 
learn strategies unquestionably enhances the learners' function- 
ing in the workplace. 

Learners need to be aware of and employ informal learning- 
to-learn strategies such as the following: 

^ Identify the assumptions underlying interpretations. Faulty assump- 
tions can lead to faulty conclusions. When we enter a situation 
with unidentified assumptions, if they are incorrect or not 
pertinent to the situation, the likelihood of our discovering 
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error is low. The importance of identifying and validating 
our assumptions increases in proportion to the negative con- 
sequences of making errors. 

• Test assumptions for validity. Once identified, assumptions can 
be tested by various means. These range from low-power 
tests such as looking for a single piece of confirming evi- 
dence to relatively high-power tests such as seeking dis- 
proving evidence or conferring with other people to get 
their views. 

• Generate and test alternative interpretations. This allows considera- 
tion of alternatives that may have different consequences and 
implications and may result in more valid interpretations 
of possibilities and experiences. 

• Develop an orientation that decreases the likelihood of error. This 
involves testing assumptions and proposing and testing posi- 
tions to discover which seem to be more functional in a situa- 
tion for which information is incomplete or ambiguous. It 
is important to take a testability stance. This means that 
interpretations of experience are recognized for what they 
are, not misconstrued as conclusions or facts unless testing 
confirms them as such. With this orieatation, a person views 
mistakes or errors as learning opportunities, not as unfor- 
tunate incidents best covered up and forgotten. 

The foregoing strategies improve a person's quality of 
learning by decreasing incorrect learning. Strategies also may 
be developed for exploiting opportunities for learning In infor- 
n al situations. There are two basic, beneficial approaches for 
accomplishing this. The first involves building an awareness of 
iniormal learning as a technique for enhancing the learning pro- 
cess. Simply by becoming sensitive to the fact that much learn- 
ing can occur outside structured learning experiences, people 
can enhance their subject-specific learning— because they be- 
come more alert to opportunities for informal learning. The 
second approach is actively to seek opportunities for informal 
learning experiences. A proactive approach to uncovering in- 
formal learning-to-learn experiences can improve people s skill 
in learning from these situations. 
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Knowledge of Learning Styles. In Iiis book Learning How 
to Learn, Robert M. Smith (1982) lists seveiiteen learning style 
inventory instruments. Smith states that a person may score 
differently on different inventories — or differently on the same 
inventory at different times. These differences are partly ex- 
plained by the subjunctive nature of the instruments; the per- 
son's preferences may fluctuate, or his or her self-awareness may 
be heightened by having v\^orked through one inventory that then 
influences the results of the next. When administered and inter- 
preted by a trained expert, these instruments can yield useful 
learner profiles. Proper interpretation leaves no one mistakenly 
thinking that any learning style is generically better than another. 
Rather, the purpose of learning style inventories is to improve 
learners' self-awareness and, potentially, to improve their com- 
munication. 

Currently popular instruments that exemplify what these 
tools can reveal are the Myers-Briggs Type Indicator (MBTI), 
a personality assessment in*- -ument, and psychologist David 
Kolb's Learning Styles Inventory (LSI). The MBTI is based 
on the work of Swiss psychologist Carl Jung (see Table 2). 

The MBTI depends on self-analysis and reporting. There- 
fore, what is being assessed is whether a person who completes 
the instrument agrees with predictions of similarity between 
Jung's concepts and those of experiential learning theory, what 
is not being assessed, except by inference, is the person's actual 
behavior. 

Kolb developed the Learning Style Inventory as part of 
his work in experiential learning, which he desmbes as an "inte- 
grative perspective . . . that combines experience, perception, 
cognition and behavior" (American Society for Training and 
Development, 1988, p. 9). Despite having a few detractors, 
Kolb's influence is seen in most muucls and descriptions jf learn- 
ing styles. He has developed an impressive body of research that 
relates learning style to Jung's personality types (and those more 
recently defined by MBTI), educational specialization, careers/ 
jobs, and adaptive competencies (of decision making, valuing, 
thinking, and acting). Kolb categorizes learners as convergers, 
those who do best v/ith "one right answer" tests and situations; 
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Mode of E EXTROVERT TYPE 

relation Oriented toward external 

to the world of other people and 

world things 

Mode of J JUDGING TYPE 
decision Emphasis on order through 
making reaching decision and 
resolving issues 

Mode of S SENSING TYPE 
perceiving Emphasis on sense 

perception, on facts, deiails, 
and concrete events 

Mode of T THINKING TYPE 
judging Emphasis on analysis, using 
logic and rationality 



/ INTROVERT TYPE 
Oriented toward inner world 
of ideas and feelings 

P PERCEIVING TYPE 
Emphasis on gathering 
information and obtaining as 
much data as possible 

INTUITION TYPE 
Emphasis on possibilit'es, 
imagination, meaning, and 
seeing things as a whole 

F FEELING TYPE 
Emphasis on human values, 
establishing personal 
friendships, decisions made 
mainly on beliefs and likes 



Source: D. Kolb, Experiential Learning, Experience as a Source of Learning 
Development, p. 80, © 1984. Reprinted with permission of author. 

divergers, those who are imaginative and sensitive to meanings, 
values, and feelings; assimilaiors, those who are good at creating 
abstract models; or accommodaiors, those who take risks, adapt 
to circumstances, and take action. Most people rely predomi- 
nately on one of these four learning-to-learn styles in their ap- 
proaches to learning tasks. The key to learning how to learn 
effectively, however, is to become competent in skills related 
to all four styles. 

Kolb's categories of learners are particularly relevant to 
problem-solving skills (see Chapter Nine). He believes that a 
group's ability to solve problems is directly related to whether 
or not the strengths of the four major learning-style categoiies 
are adequately represented among individual group members. 
He states that an accommodator's problem-solving strengths lie 
in initiating problem finding on the basis of a goal or model 
of how things should be and in executing solutions. The di- 
verger^s problem-solving strengths lie in identifying the multitude 
of possible problems and opportunities that exist in reality (by 
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comparing model with reality and identifying differences). The 
assimilator excels in the abstract model building that is necessary 
to determine which problems are priorities and to create alterna- 
tive solutions. The converger's strengths lie in the evaluation 
of solutions' likely consequences and therefore in solution selec- 
tion (Kolb, 1984). 

A person's awareness of his or her domingmt learning style, 
used knowledgeably, can greatly accelerate the speed with which 
he or she acquires learning-to-learn skills and, as a correlative, 
the ease \ ith which he or she accomplishes domain-specific 
learning. 

Sylvia Downs (1987, pp. 7-17) of the University of Wales 
Institute of Science and Technology developed a program de- 
signed to help both young people and adults improve their 
learning skills. Later, the program was adapted for use in the 
workplace. 

During the program's initial research project, a simple 
taxonomy was developed to separate things to be learned ac- 
cording to the methods that would be used to learn them. This 
resulted in a training tool with the acronym of MUD, which 
star^ds for learning in which a person has to /memorize (facts), 
needs to understand (concepts), or needs to learn by </oing (phys- 
ical skills). These categories quite neatly match two of the three 
categories of Bloom s taxonomy; cognitive and psychomotor. 

During Downs's experiment, training groups were set up 
to explore which of the three ways of learning should be em- 
ployed for a variety of tasks. The groups were provided with 
a number of techniques that they could use to learn different 
things (learning task .) under each MUD category. This research 
revealed two factors important for improving how people learn 
how to learn; Trainers need to tell learners the learning skills/ 
methodologies they are expected to use, and to work well, learn- 
ing skills must be practiced. (See Table 3 for a comparison of 
conventional training and training that develops participants' 
learning skills.) 

The success of the original MUD research project, as 
demonstrated through examinations taken by people exposed 
to MUD learning techniques, led directly to a second research 
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Tabic F/, How Conventional and 
Lcarning-to-Lcarn Training Approaches Diverge. 



Conventional 
Skills of learning arc coven. 

Concepts are explained by the 
trainer. 

Inf>rmation is controlled by the 
trainer^ with emphasis on con- 
vergent thinking. 

The learner is receptive of informa- 
tion (passive). 

Mistakes are mostly avoided. 

The trainer often poses questions 
and gives solutions. 

Measures and standards are pri- 
marily concerned with product. 

The trainer checks and marks. 

The concern is with what is learned , 
so product is all important. 

Individual differences are only seen 
in terms of success or failure. 



Devch'iing Learning Skills 

Skills of learning are made overt 
and discussed. 

Concepts are developed by the 
learners. 

Learning content is explored by 
both, with emphasis on divergent 
thinking. 

Learner seeks information (active). 

Mistakes in concepts are viewed as 
useful learning opportunities. 

The trainer poses problems and 
discusses the learner's solutions. 

Measures and standards are con- 
cerned with product and process. 

The learner can check and mark. 

Th** roncern is with how and what 
is learned, so that product ar^d pro- 
cess are both seen as important. 

Individual differences in learners arc 
allowed for and explained through 
the teaching material. 



Source. S. Downs, "Developing Learning Styles," in M. E. Cheren (ed.), 
Learning Management. Emerging Directions Jor Learning to Learn in the Workplace. (Co- 
lumbus, Ohio. National Center for Research in Vocational Education, The Ohio 
State University, 1987.) Reprinted with permission. 

project. This project addressed adults who were employed but 
needed training or retraining because of technological or orga- 
nizational change, unemployed adults who needed training to 
enter new employment, and long-term unemployed adults who 
were to be given training that was not job-specific. In this proj- 
ect, a major result of M13D training was that group members 
began thinking in terms of the process of learning rather than 
just the product. In other words, the MUD approach gave them 
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means for analyzing what they were to learn in terms of how 
they should go at mt learning it, and that provided a framework 
for the course. 

Another outgrowth of this project was the Job Learning 
Analysis (JLA) for sytematically analyzing jobs' contents and 
associated learning needs. A British company that used the JLA 
found that the jobs it analyzed consisted primarily of exercising 
discretionary understanding but that training for the jobs con- 
sisted, to a large extent, of memorizing material. As a result 
of these findings, the company reorganized its training and 
introduced new training methods. 

After the MUD research projects' findings w^re translated 
into training, they were pilot tested in two of the United King- 
dom s top ten companies. One company used MUD techniques 
for successful retraining of its existing work force to operate a 
new computer-based factory that required totally different work- 
ing methods and groupings. The other company embedded 
MUD techniques in its own subject-specific training, and even- 
tually the ideas permeated the company and even spread to other 
organizations that came in contact with the learning techniquts. 
Both companies "saw for themselves that developing learning 
skills changed the way people from the shop floor upwards be- 
haved, how they went about learning new things, and how 
effective they were it. The trainers saw both a new role and 
excitement in helping people to learn and in the energy that 
seemed to be .eleased by the changes" (Downs, 1987, pp. 7-15). 

The main point about this and most successful learning- 
to-leam training programs is that "if we give advice in a generalized 
way, without regard to the individual student, or the particular 
course he [she] is taking (or the demands of its assessment sys- 
tem), then it [is unlikely to] have a positive effect" (Gibbs, 1981, 
pp. 160-161). 

What Constitutes Competency in Learning to Learn? 
What Constitutes Mastery? 

Learning is usually differentiated from performance in 
that a pe/son may acquire a particular knowledge, skill, or at- 
titude, but the learning-tO'Iearn skills thaf he or she uses may 
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not be reflected in observable behavior. This is a problem in the 
measurement and evaluation of training programs. Frequently, 
training program plans for determining whether learning pro- 
cesses have been transferred are absent or inadequate. This 
transfer of ieaming-to-leam skills, along v^ith the ability to learn 
in a meaningful, useful way, should be measured and considered 
as one of the major evaluative criteria when determining compe- 
tency and mastery in all skill areas. 

Research and development studies about learning how 
to learn have included efforts to identify the essential general 
proficiencies of a skilled learner. At a recent international con- 
ference, fifteen leaming-to- learn experts identified competencies 
for learning that fell into three categories; cognitive, personal 
and understanding, and interpersonal (Smith, 1988). 

According to Smith (1987, p. 45): 

There seems to be a growing agreement that the keys to 
learning to learn more effectively are (1) increased under- 
standing of self as learner; (2) increased capacity for reflec- 
tion and seif-monitoring of the process as one goes about 
the tasks and activities directed toward learning (such as 
when note taking, meeting with a mentor, studying, locat- 
ing community resources); and (3) more realistic under- 
standing of the nature of knowledge (such as its structure, 
assumptions, limitations, validation processes). A variety of 
methods can be employed to foster these competencies . . . 
by diagnosing learning style and feeding back the results to 
the individual; having people keep logs and journals as they 
learn; assigning retrospective reports after learning episodes 
have taken place; providing exercises to help people reflect 
on the purpose of the strategies they employ; conducting 
critiques to analyze the process dimension of such c^n activ- 
ity group discussion; and making relevant theory inputs 
through lecture, assigned reading, and so forth. 

Mastery of leaming-to-leam skills should be measured 
according to a persons demonstration of increased ability to 
accrue additional responsibility and to advance to more respon- 
sible job areas through the learning of complex aubject-specific 
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material. On a continuum from competency to mastery, the 
move toward and designation of mastery should require prouf 
of a person's knowledge about how individuals learn, demon- 
strated skills in particular strategies for learning, and ability to 
operate on a level of complex, interpersonal learning. 

What Is an Example of a Successful Workplace Training 
Program in Learning to Learn? 

Planters LifeSavers Company (PLC) is a division of RJR- 
Nabisco Corporation, a Fortune 500 company. It produces snack 
foods, including candies. PLC has six plants, although only the 
800-employee Franklin Park, Illinois, plant cuirently offers the 
learn ing-to-learn program described below. The Franklin Park 
plant manufactures confections and is used regularly as a re- 
search and development facility. 

PLC calls its learning-to-learn program Learning Man- 
agement, The idea for the prograim arose several years ago when 
new equipment was being introduced in the Franklin Park plant. 
Formal employee training on how to use the equipment was 
impossible because the manufacturing systems were in the pro- 
cess of being d-^signed. A job analysis could not be done since 
it was not yet known what job tasks woulfl be necessary to 
operate the system. Because PLC could not use the traditional 
methods of teaching employees how to operate equipment, the 
company felt the need to teach generic learning-to-learn skills 
applicable across job areas in a constantly changing work envi- 
ronment. PLC believes that the future will hold more and more 
technological changes and that employees must be provided with 
learning tools for anticipating md successfully adapting to those 
changes. 

In 1985, in order to see what effects the learning-to-learn 
concepts \ ould have on employees, PLC began to include por- 
tions of the program in other training courses for hourly wage 
workers and supervisors. In late 1988, Learning Mangement 
was implemented as a separate course. 

Employees attend the week-long couise as part of their 
normal workday. The plant budget pays for the course (as it 
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does for all training that takes place in the plant). The course 
is offered to targeted employees — those most directly involved 
with the new equipment. On average, ten to twelve people at- 
tend the course at a time. The highly interactive course includes 
both group and individual work and is offered approximately 
every three months or as needed. Eventually, the course may 
be offered at other PLC or RJR-Nabisco locations. 

The strategic goal that the course addresses is for employ- 
ees to be able to perform more different tasks across job areas 
as manual labor is eliminated and computerized equipment is 
put into place. Course evaluation includes interviews conducted 
with participants immediately after the workshop has ended and 
during a three-month period following completion. Production 
figures are reviewed to see whether any changes occur after 
employees have participated in the training. The most visible 
change that PLC has identified has been a reduction in down- 
time; it is too soon to tell what other changes may have taken 
place. 

Several components of PLC's Learning Management 
course collectively serve to make participants aware of how they 
can get the most out of each new learning situation. The first 
step in the course is to determine and explore each participants 
learning style so that he or she becomes aware of how he or she 
learns best amd also learn.s to tolerate, even appreciate, the ways 
in which others leam. Also explored is how individuals leam 
through the experiential learning process. Kolbs four-step leam- 
ing cycle model is presented, and Darticipants leam how they 
use the four steps and discover that nearly everyone uses the 
four steps, although people may use them in different ways, start- 
ing at or emphasizing different ones. 

Course participants are given the opportunity to reflect 
on events to analyze what happened (or is happening) and why. 
This activity is practiced in small groups that use various ques 
tions and techniques to analyze a situation or event. Employees 
then practice planning for learning— to plan how to learn some- 
thing. To practice this, participants may take nonwork examples 
of learning tasks (such as learning to pi vy golf well) and list the 
different ways they could learn to do each (such as read a book 



ERLC 



62 



Workplace Basics 



or watch a videotape by a nationally known professional golfer, 
get advice or lessons from a local pro, practice on their own, 
and so on) and list the strengths and limitations of each approach. 
The different approaches are then related to the work environ- 
ment to determine each one s strengths and limitations in the 
workplace. 

Employees then work in small groups to explore the 
strengths and limitations of collaborative learning. This activity 
is based on a teamwork concept, but the course goes beyond how 
groups learn to look at the way individuals learn. An activity 
that has been used for this part of the course is a desert survival 
activity. Participants may also practice group and individual 
problem-solving skills thiough activities such as the "stuck truck" 
exercise, in which team members must work together to resolve 
a problem on the basis of learning style insights. After all the 
groups have worked on a problem, participants contribute ex- 
amples of on-the-job pi^^^^lems, and each group works to develop 
an action plan for solving one of them. 

Next, participants are presented with practical strategies 
for learning from various media, including books, plays, lec- 
tures, videotapes, demonstrations, and experiments. Participants 
then practice work-related strategies such as note taking and 
interviewing. 

Throughout the course, participants gain experience in 
the 'mportance of the climate and environment for learning (for 
example, the room where learning is to take place should have 
adequate lighting and a comfortaWe place to sit or recline) and 
of preparedness to learn (for example, getting enough ^eep and 
having the necessary materials at hand). 

During the course, each participant recjives individual 
attention to identify his or her specific developmental needs. This 
puts the learning-to-learn course into a functional context by 
addressing the professional and skill development needs of each 
participant. A personal needs assessment is conducted to deter- 
mine the extent to which participants have moved toward the 
goals the, set out to accomplish, and periodic individual per- 
formance checks ^re included as an essential part of evaluation 
(David Matuszak, telephone interview, Sept. 1988). 
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What Should Be Included in a Generic Workplace 
Learning-to-Learn Curriculum? 

Several different approaches to pre . iding workplace train- 
ing in learning-to-Iearn skills are described below. 

Trainivg for Self-Directed Learning, The objectives of 
training for self-directed learning are to encourage trai^iee aware- 
ness of the self as a learner; to establish that the identification 
and analysis of learning processes can be interesting and pro- 
ductive; to introduce the learning-style concept and aosisi. par- 
ticipants in gaining a perspectice on their c wn learning styles, 
to prepare participants to carry out and analyze a personal learn- 
ing project; to provide information useful to participants in con- 
ducting their personal learning projects and in meaningfully 
analyzing them; to increase skill in using resource people on 
a one-to-one basis; to extract relevant process learning from the 
project that each person has conducted; and to synthesize what 
has been learned about self-directed learning and encourage post- 
workshop application of training (Smith, 1982, pp. 145-149). 

Training for Collaborative Learning, The goals of training 
for collaborative learning are improved membership skills and 
teamwork development. Training involves helping people to 
understand the conditions under which adults learn best in face- 
to-face groups, helping people learn how to learn with and from 
one another while using other resources as needed, and fostering 
the development cf diagnostic skills and the ability to distinguish 
content from process (Smith, 1982, p. 152). 

Training Through Educational Imtitutions. Helping par- 
ticipants get the most from programs and resources found out- 
side the employer institution is the goal of training through 
educational institutions. Relevant courses help participants gain 
an understanding of thinking processes, an understanding and 
appreciation of nonlinear and intuitive thinking and problem 
solving, and the ability to assume more authority for their own 
lear >ing. Experience and research show that six types of training 
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exercises provide excellent traiaing for improving learning-to- 
learn skills: learning, reading, taking notes, writing, taking 
exams, and organizing oneself (Smith, 1982, pp. 160-161). 

Exhibit i provides a content guideline for skills that need 
to be at the heart of a leaming-to-leam curriculum and is adapted 
from Smith, 1988, pp. 82-83. The subject-specific areas, for- 
mal and informal learning strategies, and learning styles would 
be integrated throughout the training process and overtly iden- 
tified for the training participant where the irainer believes it 
is appropriate. 

Exhibit 1. Learning-to-Learn Proficiendes: 
What You Should Know in Order to Leam. 



What are the objectives of this training? 
-To understand the nature of knowledge 
-To be able to organize learning activities 
-To develop the critical skills of evaluation 

-To understarid how to apply appropriate thinking (convergent, divergent, 
critical, and intuitive) 

-To understand the importance of and be able to do self-assessment and 
needs assessment 

What are cognitive leaming-to-learn skills? 
-Understanding the nature of knowledge 
-Organizing learning activities 
-L< ,srning critical evaluation skills 

-ThinlJng convergently, divergc.itly, critically, and intuitively 

-Relating and recalling information 

-Relating and organizing information 

-Developing basic skills (reading, writing, computing) 

-Problem solving 

-Understanding the feasibility and usefulness of learning to learn or 
learning-process consciousness 
-Transferring learning strategies 

-Communicating, including active listening and viewing 
-Developing knowledge about resource availability zind assessment 
-Organizing learning/development activities 
Understanding cogniti^ el> the difference between learning and bemg taught 

What are personal understanding learning-to-learn skills? 
-Understanding the self as learner in terms of 

-preferred styles and adaptations 

-personal resources inventory (ass^fssment) 

-personal awareness and monitoring 
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Exhibit 1. Learning-to-Learn Proficiencies: 
What You Should Know in Order to Learn, Cont'd. 



-Conducting self-assessment and needs assessment in terms o^ 
-sense of direction 
-sense of puipose 
-life planning 

-ability to create/generate resources 
-Building confidence, persistence, openness, and flexibility 

What are interpersonal learning-to-learn skills? 
-Accessing and evaluating resources 
-Giving and receiving feedback by 

-seeking information nondefensively 

-seeking important feedback 

-analyzing feedback 

-giving feedback when needed 
-Developing strategies for performing contextual analysis 
-Developing strategies for using collabo* \tivc inquiry 
-llrderstanding how to find and use res irces, including expert sources, 
peer support, and media 



Source: Adapted from Smith, 1988. 
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Basic Competency Skills: 
Reading, Writing, and Computation 



An old song reminisces about learning the three R's in youthful 
school days. But although some people gain adequate reading, 
writing, and computation skills through schooling, an alarming 
number of people do not. 

As Gorman (1988) ^-eports in Time magazine, "one . . . 
of . . . four teenagers drops out of high school, and of those who 
graduate, one . . . of . . . four has the equivalent of an eighth- 
grade education" (pp. 49-55). In addition, the United States 
has a new wave of immigrants, some of whom have little or no 
schooling and some of whom are educated but not proficient 
m English. Moreover, a spreading labor shortage means that 
employers can no longer pick and choose to avoid hiring people 
lacking academic preparation in the competence skills of reading, 
writing, and computation. 

Even when a person has met America's high school or 
college-level standards of literacy and numeracy, the work en- 
vironment often calls for higher, more complex and integrated 
ap ilicatian of these related skills. For example, in the academic 
world, students nearly always read well-written prose and poetry 
(although, admittedly, much literature is dated in style). How- 
ever, on-the-job reading often requires workers to decipher "ex- 
planatory" writing that is not clear, to discriminate between 
important and trivial messages, to respond rapidly to messages, 
and to learr and develop specialized vocabularies. In schools, 
some teachers still require students to write compositions with 
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a minimum word count but fail to explain that tedious verbiage 
is not the goal. At work, Benjamin Franklin's dictum "time 
is money" holds sway. Thus, in proportion to the message that 
must be conveyed, conciseness is valued almost as much as 
clarity. 

In traditional computation classes, the emphasis is on 
students' ability to find the answers to individual problems or 
formulas. Closer to the challenges of the working world are the 
much-maligned computational word problems that require stu- 
dents to read words and numbers, determine what parts of the 
information presented are pertinent (perhaps, by taking notes 
and rearranging data), and what formula(s) applies to the situa- 
tion described before they perform any mathematical operations. 

Reading, writing, and computation skills have long been 
viewed as academic basics, but only recently have they been 
seen as employment essentials. Advancing technology demands 
that modern workers have these skills — and at higher levels. 
Machines are increasingly taking on the tasks rnce accomplished 
by human muscle povN xnd manual dexterity, and they are 
also performing the tasks that demand lower-level application 
of reading, writing, and computation skills. For example, in 
department stores, factories, and warehouses, machines "read" 
bar codes of inventory descriptions and prices, then "write' 
reports showing various computations (such as sales totals, vari- 
ance between projected and actual sales, and remaining inven- 
tory). Technology's influence is pervasive. Where facsimile 
machines are used, for example, the cost of preparing, transmit- 
ting, and receiving facsimile messages means that concise writing 
is more important than ever. In some fast-food restaurants, 
where workers until recently needed little reading skill (thanks 
to "smart" cash registers with Leys that depict menu selections), 
fascimile machines are being Ins.alled to receive written carry- 
out orders for office groups. 

Throughout the workplace, people at all levels are being 
requirec' to develop their command of the interrelated compe- 
tence skills of reading, writing, and computation. 



CHAPTER 




Reading for the 
New Workplace 



Wc must recognize that reading involves as wide a range 
of different types of texts as there are types of food. And to 
imply . . , that reading is a single skill suited to all types of 
texts does not do justice to the range of reading types. 

Beach and Appleman 

Becoming Readers in a Complex Society 



What Is Reading? 

Although applications of reading skills vary, in the act 
of reading, a person acquires information from printed or written 
symbols. Reading comprehension— understanding -primarily 
depends on a reader's ability to make sense of printed or writ- 
ten material by fitting its information into the context of what 
he or she already knows. Without interaction between the knowl- 
edge stored ir rer^der's memory and the new information pre- 
sented by a printed page, computer screen, or sign, words will 
not impart meaning. 

Reading is a highly complex process comprising an inte- 
grated group of physical and mental activities. As defined in 
How to Teach Reading (Harris and Sipay, 1979, p. 27), ""Reading 
is the attaining of meaning as a result of interplay between 
perceptions of graphic symbols that represent language, and 
the memory traces of the reader's past verbal and nonverbal 
experiences." 
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For a sighted person, the reading process begins when 
the eyes focus on printed symbols (such as letters), which rep- 
resent language sounds, and on the background space around 
them. The symbol patterns are reflected onto the retinas, creat- 
ing chemical changes that trigger electrochemical impulses in 
the fibers of the optic nerves. When these impulses reach the 
brain, they are compared v 'th memory traces of similar pat- 
terns. If the person recognizes the perceived symbol patterns, 
he or shv, assigns meaning to them. The reading process involves 
a rapid series of perceptions as the eyes move in quick, sideways 
sweeps alternating with pauses. Patterns, in the form of letters, 
are reflected onto the retinas only during the pauses, when the 
eyes are motionless. Normally, during each pause, a reader's 
span of vision encompasses a combination of fifteen letters and 
spaces— approximately three words; on average, four pauses 
occur as the eyes move across a line of print on a page (Spache, 
1963; Massaro, 1984). A person who is blind may perceive 
language's symbolic patterns (such as the raised dot patterns of 
braille) through touch. 

Reading comprehension takes place when, from a series 
of sequential pattern perceptions, a reader is able to recreate 
a writer s ideas. Nonetheless, reading is a constructive process 
in which a reader builds personal nieaning through interpreta- 
tion of what a writer meant to communicate. Only by retrieving 
previously acquired knowledge of language— spelling patterns, 
significance of word order, word meanings, and so on— as well 
as knowledge related to the topic written about, can a competent 
reader understand and interact with the ideas presented. 

What Theories Support Current Training in Reading? 

Literacy— the ability to read — changes significantly de- 
pending on Its situational context. In schools where reading skills 
are being taught formally, literacy standards are tied closely to 
grade levels. For example, students in junior and senior high 
school grades are considered literate if they are proficient in the 
basic reading skills taught in lower grades. Outside the academic 
environment, literacy is more difficult to definu because besides 
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being dependent on context, literacy requirements change over 
time. Two hundred years ago people were deemed literate if 
they could sign their names, but societal demand for documented 
knowledge increased. Consequently, the quantity of printed and 
written material increased, and standards for measuring literacy 
were raised (Venezky, 1987). 

Performance levels and lask criteria required for useful 
functioning in one area of society may not be appropriate when 
applied to other areas. For example, the functional reading 
knowledge and skills that a lawyer needs to discern the implica- 
tions of legal statutes are different from those required of an 
engineer charged with assessing the validity of technical reports 
replete with diagrams. Although the lawyer and engineer may 
use the same problem-solving strategies for f nding main ideas, 
they will need to call on different vocabularies of words and 
symbols. 

In contrast, a worker in a partially automated factory may 
spend much less of the workday reading but may need to read 
and respond quickly and properly to succinct computer-gener- 
ated directions and safety warnings. The factory worker, then, 
needs yet a different vocabulary and must be prepared for rapid 
comprehension of work-related messages. 

Contemporary concern with setting literacy standards 
traces back to World War II when the U.S. military's immediate 
need for recruits led to the use of the selective service, or draft. 
Many recruits proved educationally underqualified for perform- 
ing the training and defense tasks required of them. To identify 
which recniits would need additional literacy training tu become 
functional in military-specific tasks, the military estimated the 
average readability (by grade level) of job manuals and materials, 
and compa»-ed the results with incoming recruits' reading test 
scores. The military coined the term functionally illiieraie to de- 
scribe recruits who were unable to read at a fifth g'-ade entry 
level (5.0 grade equivalency). Such recruits were enrolled in an 
intensive remedial training program geared to helping them 
function at the minimum reading level considered necessaiy fur 
satisfactory performance of their military job tasks. 

From this first attempt to define functional literacy or 
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illiteracy by set standards, an entire vocabulary of compara- 
tivCj associated lerms has grown. These terms address readers' 
ability or inability to achieve standards that measure reading 
performance. The following are among the most frequently 
used terms: 

• Nonliierate: unable to read a word 

• Marginally literate, able to decode, bui with only minimal 
comprehension skills 

• Intermediate literate, able to read at a sixth to eighth grade level, 
with some effort 

• Aliterate. able to read, but regularly choosing not to read 

• Survival literacy, ability to read labels, menus, bus schedules, 
and the like 

• Cultural literacy, ability to identify the literary ideas that have 
passed down from generation to generation, shaping our 
culture 

• Civic literacy, ability to take an active, knowledgeable role 
as a citizen 

• Job/occupational literacy, ability to perform the job-related read- 
ing and writing tasks demanded in the workplace 

Since World War II, government agencies and researchers 
have continued to try to link definitions of literacy to grade level 
performance, with standards ranging from the fourth to twelfth 
grade levels (Harmon, 1987a). The problem with this approach 
is that it does not account for the wide range ^f individual differ- 
ences in skill achievement within any actual grade level (Kiisch 
and Guthrie, 1977-1978). For example, tenth grade students 
may have reading ability test scores of grade level equivalents 
of from 3.2 to 12.9 or anything in between. 

In the mid-1970s, a study that received much media atten- 
tion redefined adult literacy standards in terms of performance 
on a series of tasks called adult performance levels (Northcutt, 1975). 
Although this stud/s findii*g of serious, widespread illiteracy 
remains highly controversial, its underlying theory of using task- 
performance criteria for determining literacy has proved valid. 
In the early 1980s, using this concept and a refined list of p'^^- 
formance tasks, the National Assessment of Education completed 
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two studies that estimated levels of literacy for young adults aged 
seventeen to twenty-five (Applebee, Langer, and Mullis, 1985, 
Kirsch andjungeblut, 1986). Simulated job tasks were assem- 
bled and ranked from easy to difficult for three aspects of literacy: 
prose literacy, the ability to understand and use information from 
texts; document literacy, the ability to locate information in forms, 
maps, tables, charts, indexes, and so on; and quantitative literacy, 
the ability to apply arithmetical operations to problems em- 
bedded in printed materials. 

From the results of this study, researchers categorized lit- 
eracy achievement by ranking perfonnance tasks according to five 
levels: rudimentary, basic, intermediate, adept, and advanced. 
Although these categorical levels may be compared to ranges of 
grade level attainment for populations with similar abilities, the 
levels are not actual measures of grade level equivalency. Rather, 
these categories and scaled performance tasks bring a more pre- 
cise tool to the establishment of literacy stand-^rds because they 
are based on the complex information-processing skills and strat- 
egies people must use to perform literacy tasks successfully in 
functional contexts. The results of these efforts further support 
the concept that "literacy depends on the context of the situation, 
not on [a] specific achievement level" (Guthricj 1983). 

How Is Reading Taught in the Schools? 

The reading skills that workers learn in schools often do 
not meet the needs of routine on-the-job reading requirements. 
Even so, academically acquired skills are fundamental and use- 
ful. Workplace literacy training needs to build on whatever skills 
workers have been af le to master during their school careers. 
For that reason, it is important to understand how reading is 
taught in elementary and secondary schools. 

Formal reading instruction in schools may be divided into 
two categories. The first, learning to read, deals with developmenial 
reading skills and usually begins when a child first enters school 
and continues through the end of third grade. The second, rea^^vg 
to learn, emphasizes functional reading skills to enhance compic- 
hension and, as a rule, is offered from fourth grade through the 
end of junior high school. 
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Instruction in learning to read focuses on the mastery of 
translating printed symbols into the speech sounds they repre- 
sent. Students are taught an awareness of symbol-sound correla- 
tions and how the sound representations of letters are blended 
together to form units that convey meaning— words. Repeated 
exposure to frequently encountered letter combinations helps 
students establish them in long-term memory for quick recall. 
In this phase of learning to read, which is called decoding, students 
consciously process printed symbols through the medium of 
speech; the pronunciation of words gives access to their mean- 
ings. Beginning readers speak woids aloud as they read because 
their attention, out of necessity, is focused on the translating/ 
decoding process rather than on the content of a writer's ideas. 
At this stage, the act of reading is slow and laborious, with 
students often able to progress through materi£j onl) one word 
at a time. 

St'idents in this stage of learning need to be instructed 
individually or in small groups and need to receive immediate 
feedback on their efforts. Over several school years, teachers 
and instnictional materials methodically present increasingly 
complex letter patterns and additional vocabulary words appear- 
ing in otherwise familiar content. Through frequent, repeated 
exposure to commonplace patterns and words, students may 
enter them into long-term memory. With sufficient practice, 
beginning readers usually are able to recognize printed symbol 
patterns more quickly ana thus decrease the time they require 
to decode. Once the techniques for blending sounds and for 
recognizing familiar letter patterns and word meanings have 
been presented, speeding up the decoding process to a rate at 
which its use is automatic becomes the instructional goal of learn- 
ing to read (Ander*=on, Hiebert, Scott, and Wilkinson, 1985). 

To accomma.)ate learners' various learning styles, educa- 
tors have developed many methods for teaching learning to read. 
Some school programs stress rc ognition of the symbol-sound 
relationship (phonics, linquistic:, special alphabets). Others 
highlight the recognition of meanmgful units (language experi- 
ence, sight-word approaches). Still others place primary impor- 
tance on the sequence in which decoding skills are presented 
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(diagnostic-prescriptive basal series). No one method appears 
to be effective for all students. Any .single approach or any 
combination of approaches may be used in a given elementary 
school. Most schools adopt basal reading programs as the core 
of their reading curriculum. These programs are based on a 
selected series of reading books containing short stories and on 
companion workbooks, all written at graduated levels of diffi- 
culty. Basal series are used in 75 to 90 percent .>f U.S. elemen- 
tary classrooms because they present detailed, easy-to-follow 
scripts for teacher^— eliminating the need for extensive teacher 
training while promoting somewhat uniform delivery of instruc- 
tion throughout a school system— and because most basal se- 
ries are reasonably comprehensive in skill coverage (Anderson, 
Hiebert, Scott, and Wilkinson, 1985). Sometimes computer- 
assisted instruction supplements the primary instructional pro- 
gram by giving students more individual instruction and prac- 
tice time for particular skills. 

Only a small percentage of today's young adults have 
not mastered learning-to-read skills. In The Reading Report Card 
(Applebee, Langer, and Mullis, 1985), the National Assessment 
of Educational Progress (NAEP) published findings that indi- 
cated that only 6 percent of the seventeen-year-olds studied read 
below the fourth grade level, and only 1 to 2 percent of those 
could be categorized as barely able to decode a single word. 

When decoding skills become automatic for students and 
their reading speed increases, they pay closer attention to reading 
content. At this stage, the instructional focus shifts from learn- 
ing to read to reading to learn. For most students, this transition 
occurs around the beginning of the fourth grade and, in 
American school systems, coincides with the introduction of 
subject-specific textbooks and class ptnods into the curriculum. 

From that point onward, stuuents become increasingly 
responsible for acquiring new knowledge from direct classroom 
instruction and from what they read, just as they will later be 
responsible in the context of work-related situations. To facilitate 
students' gathering of facts from print, teachers present specific 
reading strategies for identifying details, finding the main idea, 
drawing conclusions, recognizing cause and effect, determining 
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the meanings of ui-known words in context, and so on. Direct 
instruction in these reading-to-learn skills for improved compre- 
hension usually continues through the middle school years. Typi- 
cally, when students reach junior and senior high school, reading 
improvement strategies are taught infrequently and incidentally 
within the context of content-specific assignments for classes in 
literature, science, history, and so on. Higher-level thinking pro- 
cesses (such as p^^edicting outcomes, comparing and contrasting, 
problem solving, and monitoring thinking strategies) have only 
recently been introduced into regular reading-to-leam curricula 
(Baker and Brown, 1984; Jones, 1986). Historically, these skills 
have been reserved as final steps in reading instruction to be 
taught only to high-achieving students thought to be capable 
of using, or needing to use, them. 

Traditionally, students' progress in mastering learning- 
to-read and reading-to-learn skills is assessed by both periodic 
classroom tests and standardized tests. Standardized tests are 
assessment instruments for which performance standards have 
been established on the basis of the performance of representa- 
tive sample populations. To make students' standardized test 
scores easier to understand, results usually are converted from 
raw scores into grade equivalents. Grade equivalents derive from 
median scores of the sample populations for several school 
grades. A student may be designated as reading "above grade 
level,** "below grade level," or "on grade level.** If a student's 
reading skill rates one or more years below grade level, he or 
she may be taken out of the "regular" classroom and sent to 
special reading classes for part or all of the school day. 

Normally, when adults enroll in basic education reading 
programs, they are tested to determine the grade level of their 
reading proficiency. People who perform at the fourth grade 
level or below are assigned exercises to improve their learning- 
to-read (decoding) skills, schoolroom fashion. People who dem- 
onstrate reading abilities at the fifth grade level or above usually 
work on general vocabulary and discrete reading-to learn (com- 
prehension) skills, such as finding th^ main idea or recognizing 
an author's point of view. In most programs, these skills are 
taught in isolation, without contextual application. 
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How Should lleading Be Taught in the Workplace? 

Aduk learners who participate in workplace literacy pro- 
grams have not achieved job-reading success despite their years 
of exposure to traditional reading instruction for general skills 
development. Clearly, a different approach is needed. 

Developing a job-literacy training program that is con- 
textually functional ensures that instruction will be meaningful 
to employees in terms of their prior knowledge. When instruc- 
tion encourages adult learners to attach new information to 
"mental hooks" derived from their work environment and ex- 
perience, it helps them incorporate new knowledge into old 
(Shoemaker, 1967; Fingeret, 1984; Farr, Carey, and Tone, 
1985; Valentine, 1985). In the workplace, then, literacy sliould 
be taught through a^. interactive approach to learning, stressing 
a top-down model of instruction that uses the learner's job knowl- 
edge to construct meaning, while also allowing for bottom-up 
development of specific skills as needed. 

The primary goal of a workplace reading program should 
be to increase workers' ability to perform job-reading tasks, 
thereby improving their job performance and enhancing their 
employment qudification skills, potential for retention and pro- 
motion, and self-esteem. Before employees enroll in a program, 
it is important to inform them of its goalSj who its participants 
will be, what content it will cover, and what a typical instruc- 
tional session will be like. This preview helps prevent discrepancy 
between students' expectations and actual experiences, which 
is a major cause of program dropout for adult learners (Darken- 
wald and Gavin, 1987). It is also important that employees view 
the program goals as relevant to their jobs, in keeping with 
employer priorities, and attainable within a reasonably brief 
period of instructional time. If these considerations are dealt 
with, the main barriers to program participation are eliminated 
(Darkenwald and Valentine, 1985). 

Teaching job-specific reading competencies with actual 
job- reading materials helps workers see that the purpose of in- 
struction is their achievement of job proficiency. They may even 
experience a direct transfer of the reading skills they learn to 
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their job performance (Sticht, 1975b). And where workers have 
used job-specific materials to improve reading skills, the effects of 
instruction proved less susceptible to attrition over time (Sticht, 
1982). 

The first step in developing such a reading program is 
to perform a modified task analysis of on-the-job reading to pro- 
vide the basis for curriculum design. An analyst should examine 
job-reading tasks and materials to identify the reading processes 
necessary for successful workplace performance. Analysis of on- 
the-job reading is done at the task level because, by definition, 
a task is the lov/est level of job behavior that describes the per- 
formance of a meaningful function. After job tasks have been 
prioritized according to level of difficulty., the analyst should 
identify the cognitive reading processes each employs and the 
concepts workers need to know to perform each process (Davies, 
1973; Gagne and Briggs, 1979). A helpful strategy for identifying 
required job-reading processes is self-questioning. The analyst 
should ask, "What do I think about and do to get the necessary 
information as I read these job materials?" The answers will lead 
to awareness of the mental processes involved in successful per- 
formance of job- reading tasks. Therefore, the answers will guide 
development of instructional strategies to show employees how 
to identify and implement the processes in their job-related 
reading (Philippi, 1988). 

Good curriculum design for teaching reading is compe- 
tency based or performance based. This means that the design 
includes clearly defined learning objectives for each reading 
proce.,s to be taught and corresponding instructional activities 
leading to measurable mastery of those objectives. Mastery of 
objectives should be measured by a postinstruction test of per- 
formance. 

In job-literacy programs, the main audience should be 
that majority of workers who are intermediate literates with 
fourth to eighth grade literacy equivalency. But curriculum 
materials should also make instructional provisions for helping 
severely disabled readers who have yet to master fundamental 
decoding skills. Overall, curriculum materials should concen- 
trate on teaching reading-to-do and reading-to-learn processes. 
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(For a list of job-reading processes and competencies, see "What 
Should Be Included in a Generic Workplace Reading Curricu- 
lum?" later in this chapter.) 

Printed job-reading materials should be gathered and 
matched with the crucial reading processes the analyst has iden- 
tified. Sample passages from the materials may be used intact, 
modified, or simulated (for instance, by printing a message that 
might appear on a computer screen or by drafting a teaching 
document that incorporates key phrases from several actual work 
documents). If a job task requires a combination of reading 
processes, only one reading process should be targeted for in- 
struction with any given passage. 

Vocabulary instruction may be treated as an integral part 
of instruction for eaci; reading process or as a separate instruc- 
tional component. Research supports both approaches (Eysenck, 
1977; Gipe, 1978; Smith, 1980; Gamine, Kameenui, andGoyle, 
1984; Nagy, Herman, and Anderson, 1985). The crucial point 
is that vocabulary selected for instruction should be functional- 
should be words that often appear in job materials — because 
the sole purpose for vocabulary instruction in a job-literacy 
program is to facilitate trainees' understanding of job-reading 
materials. 

Reading instruction may be delivered by a current in- 
house training staff, by outside educational providers (such as 
consultants, community colleges, or adult basic education pro- 
grams), or by specially hired teachers who have had pretraining 
in job materials. Staff training professionals have the advantage 
of familiarity with job-reading tasks and materials but may not 
have the necessary educational background to teach reading. 
Professional educators from outside the organization should be 
capable of presenting well-designed instruction effectively, but 
they may lack depth of knowledge about job- reading tasks and 
materials. Therefore, whatever choice of instructors an organi- 
zation makes, the instructors must have some degree of pretrain- 
ing and preparation if they are to provide competent, effective 
curriculum delivery. Moreover, if program design includes peer 
tutoring or computer- assisted instruction (GAI), caution should 
be exercised to ensure that these program components are not 
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used exclusively and do not supplant direct instruction and 
modeling of thinking procedures by qualified instructors using 
contextual job-reading materials. 

What Are the Essential Elements of 
Training in Reading? 

Traditionally, remedial reading instruction for adult learn- 
ers has addressed the nonreader or marginal literate, and has 
been related to a job only to the extent that it thematically ex- 
plores occupational career possibilities. The theory has been that 
by raising the reading grade levels of adult learners, they would 
improve their job skills performance, thereby gaining opportu- 
nities for employment and promotion. For many years, teachers 
of basic skills have provided general reading instruction for low- 
achievii-»g employees, many of whom were enrolled in commu- 
nity adult education programs or vocational/industrial training. 
Instruction in these institutional settings aims to improve students' 
academic reading performance, as measured by standardized 
tests, and to help students in their preparation for the Gener**. 
Education Development Test (GED), popularly referred to as 
a test of high school equivalency. In fact, improving adult stu- 
dents' general reading ability builds their self-confidence and 
enables them to function better in a literate society —but it does 
not necessarily improve their performance of on-the-job reading 
tasks. General improvement in reading skills does not transfer 
automatically to reading in the workplace, where among other 
considerations, reading material usually is more specialized and 
less structured than in traditional texts. 

Traditional classroom reading instruction is designed to 
teach discrete reading skills in isolation for the purposes of in- 
creasing students' ability to follow directions, to internalize con- 
tent for future recall (Diehl and Mikulecky, 1980; Mikulecky, 
1982b; Mikulecky and Ehlinger, 1986; Sticht, Fox, Hauke, and 
7apf, 1977), and to respond correctly to general vocabulary and 
comprehension questions on standardized tests. 

Workplace basic skills training should be based on ac- 
complishment of real-world performance standards, however. 
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Achievement of job literacy si.ould be measured in terms of 
workers' ability to perform actual or simulated job-specific, 
contextually functional reading tasks, not in terms of their abil- 
ity to meet a grade level equivalency standard as measured on 
generic materials or standardized tests. Studies of occupational 
literacy, with both civilian and military populations, have demon- 
strated that job-reading tasks differ significantly from academic- 
reading tasks. For this reason, even students who master basic 
reading skills in an academic setting are seldom prepared for 
the ways in which they will need to use those skills in the work- 
place. On the job, workers spend an average of one and a half to 
two hours per workday reading forms, graphs, charts, schemat- 
ics, manuals, and computer terminals (Diehl, 1980; Mikulecky, 
Shanklin, andCaverly, 1979; Philippi, 1986-1987; Rush, Moe, 
and Storlie, 1986; Sharon, 1973-1974; Sticht, 1975b). On-the- 
job reading emphasizes locating information for immediate use 
and using inferential processes for problem solving. Job-reading 
tasks regularly require workers to be proficient in setting pur- 
poses, self-questioning, summarizing information, and monitor- 
ing comprehension as they read. Researchers have found that 
the ability to use these higher-level reading processes correlates 
with superior job performance (Mikulecky and Ehlinger, 1986; 
Mikulecky and Winchester, 1983). 

Because job- reading tasks are so different from academic- 
reading tasks, specific, specially designed instructional programs 
are needed to improve adult learners* job-related reading per- 
formance. Curriculum materials developed for these programs 
should center on teaching and providing practice in reading pro- 
cesses that fall into two functional categories commonly referred 
to as reading to do and reading to learn. Job-reading processes clas- 
sified as reading to do involve strategies for locating information 
for immediate use from printed materials readily available for 
reference on the job. Reading-to-do processes require only the 
use of short-term memory and limited information processing. 
On the other hand, reading-to-learn processes involve using 
job-reading information to make job decisions, problem solve, 
or troubleshoot. Thus reading to learn requires input to and 
retrieval of job information in long-term memory and more 
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complex knowledge processing (Diehl and Mikuleckv, 1980- 
Stlcht, 1975b). ^ 

Job-literacy training that is contextually functional helps 
ensure that instruction is meaningful to employees striving to 
achieve job proficiency. This motivates ihem for successful learn- 
ing (Shoemaker, 1967; Sticht and Hooke, 1982) and also, ac- 
cording to fifteen years' research of effective adult education 
programs, seens to play a significant role in lowering attrition 
rates of basic skills training programs (Darkenwald, 1975, 1981, 
1986; Darkenwald and Anderson, 1979; Darkenwald and Gavin' 
1987; Darkenwald and Merriam, 1982; Darkenwald and Valen- 
tme, 1985). These benefits occur because workers see the rele- 
vance of the material to their present job tasks; as they learn, 
they recognize that these are reading tasks they actually will 
be- indeed, may already have been -asked to perform. 

In addition to using contextual learning as a theoretical 
base for job-related literacy training, the curriculum's instnic- 
tional design should be built on the ^heory of information process- 
ing. In practice, this means that for each job-reading process in the 
program, instruction should concentrate on showing workers how 
they can perform the process -on their learning how to learn 
(Laster, 1985). Lessons should be structured so that the instructor 
models each process, using direct instruction to introduce a lesson. 
Modeling begins with a demonstration in which the instructor 
"thinks aloud" through each step of a process. Then, as trainees 
master individual steps, they incrementally assume responsibility 
for performing the entire process. By dividing each process into 
procedural steps and by providing direct, explicit instruction in 
thinking strategies, instructors encourage trainees to develop self- 
questioning and mental-activity monitoring patterns that help 
them become independent learners who are able to recognize 
and correct their own processing errors. 

What Constitutes Competency in Reading? 
What Constitutes Mastery? 

As adult learners progress in a job-reading program, their 
mastery should be measured in terms of competency achieved in 
job-reading processes. Competency-based evaluation may take 
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the form of instructor evaluation or papcr-and-pcncil exercises. 
In performance-oriented, competency-based instructional pro- 
grams, learners are commonly regarded as having achieved mas- 
tery if they can demonstrate correct performance of a particular 
skill or process 75 to 80 percent of the time. The absence of grade 
level designations and the direct measurement of achievement on 
actual job-reading tasks helps preserve adult learners' self-esteem 
and motivates them for continued progress (PhiHppi, 1988). 

What Are Examples of 
Successful Workplace Training Programs in Reading? 

Surveys conducted by the National Center for Research 
in Vocational Education (NCRVE) (Hull, Fields, and Sechler, 
1986) and by the Business Council for Effective Literacy (BCEL) 
(1987) reveal the existence of a growing number of ongoing 
basic-skills training programs designed to improve v\rorkers' 
reading skills. These programs vary in size, goals, content, cost, 
implementation practices, and funding structures, depending 
on who sponsors them. Because the purposes for establishing 
reading improvement programs are so diverse, it is virtually 
impossible to cite general examples of best practices. Many pro- 
grams exhibit exemplary instructional strategies developed to 
achieve their specific desired outcomes; but because of that 
specificity, no single program can serve as a prototype for other 
organizations wishing to develop job-reading programs. 

Nevertheless, there are certain trends in skills training and 
program similarities worth noting. The NCRVE study describes 
four types of industry-based programs: 

1. Indireci/individuaL in which a -^ompany offers tuition reim- 
bursemmt incentives to employees who participate in gen- 
eral education improvement programs on .an individual 
basis. 

2. Indirect/group, in which a company sponsors general educa- 
tional development programs for groups of employees who 
request them. 

3. Direct/individual: in which a company provides individual 
employees with the skills training needed to perform current 
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jo! or to retain or iidvance to higher positions for which 
the employees are otherwise qualified (by seniority, for 
instance). 

4. Direct/grovp, in which a company offers prerequisite skill 
developniCnt for targeted employee groups to prepare them 
for more advanced courses related to upcoming job changes 
demanded by technological advances. 

Throughout business and industry, there is a dramatic 
increase in the provision uf the fourth category of training be- 
t ause it directly affects the long-term economic survival of both 
employer? and employees. The NCRVE study also found that 
ii: order for workers to keep abreast of spreading and changing 
on-ihe Job technology, employer-based basic skills training must 
provide workers with the means for developing more and higher- 
level cognitive (thinking/reasoning) and information-processing 
skills. These findings point to mounting pressure on employer- 
based trainers to design effective job-reading programs or to 
locate competent educational providers of contextually struc- 
tured basic skills instruction. 

The BCEL report highlights businesses— large and small, 
independently and in collaboration with unions — that have al- 
ready created exemplary basic-.skills training programs fur their 
employees. 

Control Data, Control Data is a Minnesota-based com- 
puter services and manufacturing company. Its training pro- 
gram began with the creation of a planning team that included 
representatives from the company's personnel management and 
training and development departments, as well as outside con- 
sultants who were literacy specialists. The team oversaw the 
design and implementation of a formal needs assessment by 
means of surveys, questionnaires, and employee interviews. The 
planning team developed program goals on the basis of the needs 
ai^sessment's findings and formulated general plans for a pilot 
program. Then basic-skills training providers were recruited to 
staff a pilot program and develop its curriculum. These pro- 
viders designed instruction to remediate employees in the basic 
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skills that the needs assessment found necessary for on-the-job 
functioning. Employees targeted for program participation were 
recruited through personal encouragement from theii managers; 
management support at all levels was a key factor in the suc- 
cessful program implementation. To offer participants additional 
support, an employee advocate/counselor was added to the pro- 
gram staff. Eventually, program evaluation and cost analysis 
demonstrated that participants' skills improvement and ihe sub- 
sequent positive impact on their job performance had been ac- 
complished at less cost than that for a typica'i in-house course. 
The original program design was fine-tuned using information 
gathered through experience with the pilot program and its 
evaluation. Using the refined design. Control Data established 
a comprehensive, long-term job-literacy program for employees. 

Companies Described in a Report to the Indiana State 
Board of Vocational and Technical Education. A report spon- 
sored by the Indiana State Board of Vocational and Technical 
Education describes several public- and private-sector training 
programs (Mikulecky and Drew, 1987-1988). For example, one 
program trained new word processors, and another retrained 
wastewater plant employees. Both programs used contextually 
job-specific materials for providing successful basic skills train- 
ing. Job simulation was the main training device for the word 
processors, who worked toward performance standards matching 
those found on the job. The retraining of wastewater plant 
workers superimposed basic educational strategies onto existing 
job materials by breaking learning into manageable tasks that 
helped 'rainees master new job-related technical vocabulary and 
concepts. Both programs were collaborative efforts between in- 
dustrial and educational specialists. The successful transfer of 
basic skills training to the job environment is attributed, in both 
instances, to the increased time spent on task, which wa^ pro- 
vided by using the job context as a vehicle for basic skills training. 

The U.S. Military. As mentioned earlier, the U.S. military 
pioneered in broad-scale literacy testing and in the setting of job- 
literacy standards. The military services have long incorporated 
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literacy programs in their job training. Over the past fifty years, 
numerous exemplary job-related literacy training programs have 
come from a host of military-sponsored, extensively funded 
research and development projects. In 1971, the U.S. Army 
*"ponsored research that led to the development of the landmark 
" upctional Literacy (FLIT) program (Sticht, 1975b). Based on 
cx psycholinguistic, information-processing model, the curriculum 
was designed to enable soldiers to use their job-reading materials 
efiectively. In this context, the term psycholinguistic (Goodman, 
1968) relates to fundamental psychological processes (perception 
and cognition) as v/ell 2is to language processes (phonology, 
grammar, and semantics). 

Seven military occupations were analyzed to determine 
their types of job-reading tasks and the readability (grade) levels 
of their job materials. Then instructional materials were created 
for each occupation. Exercises based on actual job- reading ma- 
terials trainev^ participants in reading-to-do skills for carrying 
out the tasks of locating information in manuals, following direc- 
tions, and completing job forms. Reading-to-learn skills develop- 
ment helped trainees master and remember the information 
(knowledge base) they would need on the job. Program evalua- 
tion showed that soldiers' job reading scores Increased an average 
of two and a half grade levels after 120 hours of instruction, 
with 80 percent of the gain retained for longer than three and 
a half months (Sticht, 1975a). 

In the following decade, the U.S. Navy researched and 
developed a series of programs derived from the FLIT prototype 
(Sticht and others, 1986). The latest of these to date, the Ex- 
perimental Functional Skills Program in Reading (XFSP/Read) 
focuses on teaching reading-to-learn processes that facilitate input 
and retrieval of job knowledge from long-term memory, but also 
provides instruction in reading-to-do activities. Both categories 
are taught with a specially constructed navy job knowledge base, 
as well as actual job materials. Materials in the knowledge base 
contain information about naval history, conduct, shipboard 
organization, safety, and so forth. Research done prior to cur- 
riculum development indicated that having this knowledge en- 
hances trainees' performance of job- reading tasks and increases 
their scores on promotion tests (Sticht, Fox, Hauke, and Zapf, 
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1976). Job-literacy training becomes more efficient when job 
knowledge and job-reading tasks are taught simultaneously. 
Sailors participating in XFSP/Read can improve their job per- 
formance and promotion potential quickly because contextual 
(background) knowledge needed for comprehension of on-the- 
job reading has been entered into their long-term memories 
(Craik and Lockhart, 1972; Anderson, Pichert, and Shirey, 
1979; Mayer, 1984), Program evaluation shows sailors' average 
gains of 20 percent on separate posttests of job knowledge and 
job-reading tasks, and an average gain of one grade level on 
the Gates MacGintie General Reading Test after thirty to forty 
hours of instruction with XFSP/Read materials (Sticht and 
others, 1986). 

Another successful job-literacy effort that evolved from 
the FLIT program is the army's Basic Skills Education Program 
in Reading (BSEP), currendy in use throughout Europe, the 
Far East, and Panama (Philippi, 1986-1987). It uses the results 
of a lengthy task ?nalysis begun for the army in 1978 to study 
ninety-five military occupations. The BSEP reading program 
tailors instruction to the job-reading tasks common to the forty 
most populous military occupations overseas- More than 250 
excerpts from field manuals, military forms, and training ma- 
terials for those occupations were compiled into one text, along 
with seleaed articles (about the soldier as citizen, teamwork, 
and leadership) from military publications. By integrating knowl- 
edge of military culture and interpersonal skills with job informa- 
tion, the text functions as a data base. It is used in combination 
with exercise modules and mastery tests to teach job-specific 
reading to-do and reading-to-leam tasks. Before the curriculum 
was developed, job- reading materials were also studied to deter- 
mine how traditional, generic reading processes (such as finding 
the main idea, using context clues, and making inferences) are 
specifically used in reading military materials. The program 
meets the job-literacy training needs of a vAdc population bt 
cause it provides instruction in reading processes common to 
many military occupations. 

The job-reading materials used in BSEP are at grade levels 
ranging from grade 10 to grade 14.5. They are not simplified 
for program use because if thc> were, they would no longer 
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qualify as actual job reading. Soldiers who enter the program 
with reading abilities at an average grade level of 8.7 are able 
to master reading skills using these higher-level job materials 
because prior job knowledge facilitates their comprehension 
(Sticht, 1982). Since ungraded job materials are the basis of in- 
struction, gains are measured in percentage of job-reading pro- 
cess mastery rather than grade level. Soldiers who perform at 
levels of less than 75 percent mastery on standardized criterion- 
referenced job-literacy tests participate in the BSEP reading pro- 
gram. After sixty hours of instruction, posttest scores showed 
an average 36 percent gain in job-specific reading skills for these 
soldiers. In addition, attrition rates were 31 percent lower and 
reenlistment rates were 27 percent higher for BSEP participants 
(Harmon, 1987a). The army attributes this to tlie positive in- 
fluence of job-literacy lining on soldiers' job retention and pro- 
motion potential. In on\. ^rogram evaluation, the reading portion 
of the Test of Adult Basic Education (TABE) and a predictor 
version of the general technical (GT) portion of the Armed 
Forces Classification Test were administered to soldiers enrolled 
in BSE?. Soldiers demonstrated statistically significant gains 
of 1.8 grade levels on the TABE and 13 percent on the GT 
(Philippi, 1986-1987). These gains on traditional, standardized 
reading tests of word knowledge and paragraph comprehension, 
although preliminary findings, indicate a transfer of reading skills 
improvement from job-specific literacy training to traditional 
reading materials. 

The civilian and military programs cited above share 
several features. First, they have the goal of improved job per- 
formance and promotion potential for participants. Second, they 
are based on prior job-task analysis to determine which reading 
skills are used on the job. Third, tht/ nse actual job-reading 
materials to derive maximum benefit from learners' existing job 
knowledge and to increase their job knowledge bcise for future 
use. Finally, they succeed in teaching intermediate literates 
reading skills in the way that the skills are used on the job. 

In summary, a review of successful industry-sponsored 
basic skills programs leads to the conclusiou that best practices 
are wholly dependent on the situational context in which skills 
are to be employed. The explicit purpose for which job-literacy 
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training is undertaken determines the shape of its implementa- 
tion design. 

The most critical success '"*ctor for training in wor wplace 
basic skills is the achievement of a precise match between job- 
specific tasks and traditional educational instruction. Conse- 
quently, a specialized area of training expertise that combines 
knowledge from the fields of employment and education has 
recently evolved. Experts fr ,m those fields develop and imple- 
ment effective curricula that use job knowledge to teach employ- 
ees how to Itam while simultaneously improving their ability 
to perform current job-reading tasks. 

What Should Be Included in a 
Generic Workplace Reading Curriculum? 

The achievement of competency in reading, writing, and 
computation cannot be accomplished in a one-day or even a 
one-week workshop. The length of a training program depends 
on a number of variables, including an employee's prior knowl- 
edge in each skill area, the required skill level for the job or 
job family, the design of the curriculum, the commitment of 
management, and so on. The attainment of job-related com- 
petency in each of these skills can take anywhere from forty h /urs 
to five years and should involve follow-up and evaluation once 
the employee is back on the job, as well as refresher courses 
throughout his or her work life. 

Although the curriculum guidelines in this and other chap- 
ters deal with the basic workplace skills as separate and discrete 
entities, when they are taught in a workplace context they are 
almost never taught separately; this is particularly true of read- 
ing, writing, and computation. Each incremental competency 
achievement by participants in any one skill area contributes 
to helping them achieve competency in the other two. For ex- 
ample, it is impossible to solve mathematical problems without 
having achieved some skill in reading and writing; writing clear, 
competent memos, reports, or bookkeeping summaries requires 
a certain level of reading. Only at the most rudimentary, non- 
literate level are skills likely to be taught completely separately, 
and then only for a brief period. 




ERIC 



90 



Workplace Basics 



The reading, writing, and computation skills in Exhibit 
2 have been identified as those most commonly used to perform 
basic job- related tasks. Research indicates that employers seek 
out job applicants who have mastered these processes (Pratz- 
ner, 1978; Pratzner and Russell, 1984; Smith, 1973; Wiant, 
1977). For training to be effective, these skills should be pre- 
sented in the context of performing simulations of job lasks. 

Exhibit 2. Job-Specific Reading Processes and 
Competencies Commonly Needed to Perform Job Tasks. 



What are the objectives of this training? 

-To improve job related reading skills as they relate to immediate job 

requirements 
-To improve job performance 

-To enhance participants' chances of job stabilit> and upward job mobility 

through improved reading skills 
-To increase company productivity through improving individual reading 

capabilities 

How do you develop skills in literal comprehension? 
-By identifying factual details or specifications within text 
-By following detailed, sequential directions to complete a task 
-By determining the essential message of a paragraph or selection 

What techniques are used to locate information within a text? 

-Using table of contents, index, appendixes, glossary, systems or subsystems 

to locate information 
-Locating page, title, paragraph, figure, or chart needed to answer questions 

to solve problems 

-Using skimming or scanning to determine whether or not text contains 

relevant information 
-Cross referencing within and across source materials to select information 

to perform routine tasks 
-Using a completed jorm to locate information needed to complete a task 

activity 

What is involved in learning how to compare and contrast information? 
-Combining information from multiple sources that contribute to the 

completion of a task activity 
•Selecting parts of a text or visual materials to complete a task activity 
-Identifying similarities and differences in objects 
-Determining presence of defect or extent of damage 
-Matching objects by size, color, or significant markings 
-Classifying objects by size, color, or significant markings 
- Oistinguishing between relevant and irrelevant information in text or 

visuals 
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Exhibit 2. Job-Spccific Reading Processes and 
Competencies Commonly Needed to Perform Job Tasks, Cont'd. 



How do you rrcognize cause and effeci and predict outcomes? 

-By using common knowledge to avoid hazard or injury 

-By applying preventative measures prior to task to minimize security 

or safety problems 
-By selecting appropriate course of action in an emergency 

How to you use charts, diagrams, and schematics? 
-By obtaining a factor specification from a two-column chart find 
information 

•By obtaining a factor sr^i^ification from an intersection of row by column 
on a table or chart; h/ using a complex table or chart requinng cross- 
referencing within *ext material 

-By applyinj^ inio»mation from tables or graphs to locate *udlfunctions or to 
select a cour&e of action 

-By using a simple linear path of an organizational chart to list events in 
sequential order 

-By using the linear path of a flowchart to provide visual and textual 
directions to a procedure, to arrive at a decision point, or to provide 
alternative paths in problem solving 
-By isolating each major section presented in a schematic diagram 
-By identifying the components within each section of a schematic diagram 
-By isolating a problem component in a schematic diagram and tracing it 
to the cause of the problem 

-By interpreting symbols to indicate direction of flow, text points, compo- 
nents, and diagrammatic decision points 

-By identifying details, labels, numbers, and parts from an illustration or 
picvure 

-By identifying parts from a key or legend 

-By interpreting a drawing of a cross section for assembly or disassembly 
-By following sequenced illustrations or photographs as a guide 

How do you become competent in inferential comprehension? 

-By determining figurative, idiomatic, and technical meanings of terms by 

means of context clues or reference sources 
-By making an inference from text that does not explicitly provide required 

information 

-By organizing information from multiple sources into a sequenced scries of 
events 

-By interpreting codes and symbols 

How do you improve vocabulary? 

-By recognizing common words and meanings 

-By recognizing task-related words with technical meanings 

-By identifying meanings from sentence context 

-By recognizing meanings of co mmon abbreviations and acronyms 

Source: Adapted from Phinppi, 1988, 
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Writing with Impact 



Every township in this Jurisdiction, after the Lord hath in- 
creased them to 50 householders, shall forthwith appoint one 
within their town to teach all such children as shall report to 
him, to write and read. 

Old Deiuder Satan Law 
Massachusetts Bay Colony, 1647 

What Is Writing? 

A National Institute of Education report (Graves, 1981, 
p. 4) defines writing as ""a series of operations leading to the solu- 
tion of a problem." To resolve the Vriting problem," compe- 
tent writers use a two-part process. First comes a prewriting 
period that includes topic selection, rehearsing (that is, conscious 
or unconscious preparation for writing), information access, and 
information organization. Then comes a writing period devoted 
to spelling, handwriting, reading, editing, and revising. 

Moreover, writing is not a single skill. It involves pro- 
ficiency in the eye-hand coordination necessary for physical pro- 
duction of legible symbols on a page and the mental processing 
of information to communicate meaningful content accurately 
' and appropriately. 

What Theories Support Current Training in Writing? 

To communicate effectively— whether in the limited space 
of prepared forms, in the condensed, telegraphic terms of memo- 
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randa, or in full-length reports — workers must employ a prob- 
lem-solving irocess in which they activate mental diagrams or 
outlines (schemata) that prompt them to do the following: 

• Define the anticipated readership and the purpose for ad- 
dressing these readers 

• Determine what form and style of communication are ap- 
propriate 

• Generate and organize ideas 

• Translate the message into a concise, accurate form 

« Review, evaluate, and revise the written product (Mlkul- 
ecky, Ehlinger, and Meenan, 1987) 

In planning functional-context basic skills writing instruc- 
tion, it is important to consider the potential application of ^-e- 
cent research on written composition to curriculum design. 
Studies have defined the prewriting period as "that part of the 
composing process that extends from the time a writer begins 
to perceive selectively certain features of his inner and/or outer 
environment with a view to writing about them — usually at the 
instigation of a stimulus — to the time when he first purs words 
or phrases on paper elucidating that perception" (Emig, 1971, 
p. 39). The prewriting phase may only last a minute, but it is 
nonetheless a critical part of the writing process during which 
a writer uses mental strategies to recall topic background infor- 
mation, organize the writing task into manageable pieces, and 
select relevant information for inclusion in the written product 
(Perl, 1979). During prewriting, according to a report from the 
National Institute of Education (Graves, 1981, p. 14), experi- 
enced writers selectively employ mental criteria to analyze in- 
formation in these categories: 



• Standard • Audience 

• Process • Topic limitations 

• Information • Organization 

• Information process • Language 

• Experience • Length 

• Experience verification 
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A study by Hayes and Flower (1980) proved the hypoth- 
esis that competent writers use a prewriting planning process 
in which they take information from the task environment and 
from 1 heir long-term memory to establish communication goals 
and to translate ideas into production of a written product to 
meet those goals. The memory probes help writers generate and 
organize information relevant to the particular topic and au- 
dience. In 1981, the same researchers identified the procedural 
and content-specific plans that writers use to generate and refine 
ideas. 

Knowing how to identify and eliminate irrelevant infor- 
mation about a topic, disrupt unuseful associative chains, and 
initiate new memory probes narrows the writing problem by 
putting boundaries on its solution and enables competent writers 
to be more efficient. Other studies have shown that inexperienced 
writers (such as those who need literacy instruction) have difficul- 
ty with memory searches (Beriter and Scardamalia, 1982). By 
detailing and modeling (explicitly describing and setting an ex- 
ample of) the mental information generation/selection process 
that a competent employee use:,, an instructor can help 
employees improve the focus and organization of their written 
job communications. 

It is believed that written composition has also demon- 
strated that writers carry over the ase of established thinking 
patterns, categories, and connections built from experience and 
held in long-term memor> (mental schemata) during the initial 
production and revision stages of the writing process as well as 
during prewriting (Rumelhart, 198C, Hayes" and Flower, 1980; 
Stein and Glenn, 1979). Throughot;t the writing task, compe- 
tent writers move back and forth from the abstract (high-level 
plans) to the concrete (specific sentences and language), while 
simultaneously keeping in mind the variety of plans and pat- 
terns (schemata) available. Sometimes they switch from one plar 
(schema) to another, merge different plans, or resolve conflict- 
ing plans (Hillocks, 1986; Flower a..d Hayes, 1981). Skillful 
writers use a variety of patterning, connections, and other sche- 
mata during the entire writing process, whereas less competent 
writers tend to be preoccupied with mechanics such as spellin{; 
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(Pianko, 1979; Metzger, 1977; Sawkins, 1971). Revisions made 
by less competent adult writers tend to concentrate on super- 
ficial changes at the sentence level and result primarily in addi- 
tions to original content (Sommers, 1979). Imposing an external, 
concrete thinking pattern cn the writing process and using 
criteria against which to judge a writing product lead to signif- 
icant gains in writing quality (Lamberg, 1974; Young and Koen, 
1973). By evaluating what has been written against specific 
criteria, writers can more easily recognize their writing's weak- 
nesses and make appropriate revisions. For example, learner- 
writers demonstrated improvement when they used the follow- 
ing questions as guides (Odell, 1974). 

• Does the writer state a problem? 

• Are there any ambiguous terms in the statement of the 
problem? 

• Does the writer speak to the problem posed? 

• In proposing a solution to the problem, does the writer sup- 
port assertions with evidence? 

• Does the writer make unwarranted assumptions? 

Taken together, research results strongly suggest that with 
training in how to plan, organize, and revise writing by using 
ai external yardstick, learners will develop skills for accessing 
their internal thinking patterns in a structured way. By doing 
so, they will also focus more precisely on the possibilities for 
solution of writing problems and will improve their writing com- 
petence. 

Training in hoW to use external criteria can best be ac- 
complished by modeling. First, the instructor demonstrates the 
process, "thinking aloud" through pertinent questions; then 
learners gradually take responsibility for carrying out the pro- 
cess through self-questioning. Research shows that when leameis 
apply learning to preselected concrete problems and activities, 
clear and specific objectives can be met. Instructor-led discus- 
sion and lecture should be held to a minimun* so that learners 
spend more time learning about and practicing the skills and 
tasks to be mastered. This mode of instruction lends itself to 
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the use of functional-context (simulated job-task) materials, 
and it has been demonstrated to be particularly effective with 
older learners and adults (Hillocks, 1986; Troyka, 1974; Sa^er, 
1973). 

On the basis of earlier research (Flower and Hayes, 1981 , 
1984; Mitchell, 1982; Odell, 1980), a functional-context model 
for solving writing problems on the job was created (Mikulecky, 
Ehlinger, and Meenan, 1987) (see Exhibit 3). 



Exhibit 3. Functional-Context Model 
for Solving Writing Problems. 



Model 

i>cA environmmt. From a job situation, 
wriilng problem by 
-anticipating the audience, 

-defining the purpose, 
-identifying the portion(s) of the 
written product developed so far. 



Application 
an employee first identifies the general 

-Who will be reading what I am go- 
ing to write? 

-What is it that I need to write about? 

-Has any part of this task already 
been completed? 



Schma/Schemata (mental plan or outline/plans or outlines). From long-term 
memory, an employee accesses knowledge of the t,'sk, topic, audience, strategies, 
and plan of attack. 

-What do I know about those who 
will read my communication? What 
do they expect? What are they able 
to understand? 

-What job knowledge do I need to 
complete the written product? 

-What do I know about effective 
ways to structure and produce the 
written product I need? 

Literacy problem-solving process Using the information gathered from the ta^k en- 
vironment and mental schemata, an employee plans and prepares a draft product. 
-The employee plans by generating -What is the information that I need 
ideas, organizing ideas, and setting to communicate.^ 
goals for suhsteps to task comple- 
tion, subgoals in task production, 
and exploration of topic. 
-The employee translates plans to -What is the best way to communi- 
action by putting ideas on paper. cate this information? 

-What steps will I need to take, and 
in what order? 
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Exhibit 3. Functional^Context Model 
for Solving Writing Problems, Cont'd. 



Mod(! 

-The employee reviews by evaluat- 
ing goals and revising, a continual 
process. 



Application 

-Did I write what I needed to say 

clearly and accurately? 
-Will my rcader(s) understand svhat 

I have written? 
-Would a particular revision improve 

the clarity or accuracy of what I 

need to say? 



Monitor, Thruughoul the problem solving process, aa employee continually moves 
between tent and task. 

-Am I using my job knowledge 
correctly in the content of my writing? 

-Do these words best express the in- 
formation I need to communicate? 

-Is this what my reader needs to 
know? Will my reader be able to 
understand this? 

-Is there a clearer way to state my 
information? 



Source: Adapted from Mikulecky, Ehlinger, and Meenan, 1987. 

How Is Writing Taught in the Schools? 

Initially, instructional writing goals center on sentence 
recognition and word order within sentences. From preschool 
through the third grade, students also are given direct instruc- 
tion in handwiiting: first, in the formation and refinement of 
printed symbols; then, in cursive lettering (except in local school 
jurisdictions where printing is thought to be more progressive, 
that is, more legible, than cursive writing, and the latter is not 
taught). Neatness and control of letter sizes and spacing for 
uniform, legible letter production are taught and practiced with 
the goal of having students automatically produce acceptable 
results after several years. Simultaneously, various strands of 
language learning are introduced in the classroom at increas* 
ing levels of difficulty. These strands include punctuation and 
capitalization, standard usage, grammar and syntax, and spell- 
ing (Prescott, Balow, Hogan, and Farr, 1978). 
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Punctuation and capitalization are often referred to as 
"writing conventions" and normally are introduced during the 
first grade. End punctuation (for declarative, interrogative, and 
exclamatory sentences) is usually introduced at this time,' too, 
with student mastery anticipated by the end of the fourth grade.' 
This normally is followed by instruction in the use of periods 
after abbreviations, the apostrophe in contractions and posses- 
sives, and commas in greetings and closings of friendly letters. 
By grades five and six, students should have progressed to the 
use of colons and the use of commas in compound sentences 
with subordinate clauses. Capitalization instruction follows a 
smiiiar pattern, reflecting frequency of usage. Students are first 
taught to capitalize the first v.-ord in a sentence and the word 
/, then names of people, then rules for proper nouns (Prescott, 
Balow, Hogan, and Farr, 1978). 

Standard usage requires substantial in-schuo! practice to 
create student awareness of proper constructions and to rein- 
force their application in student writing. For this reason, class- 
room presentation of standard usage typically emphasizes a 
relatively small number of objectives over a long period of time; 
this enhances the entry of correct forms into long-term memory.' 
In the early primary grades, objectives focus on standard usage 
of irregular verbs, especially the forms oHo be. Later, students 
are introduced to additional irregular verbs, contractions, fre- 
quently confused words, avoidance of double negatives, and 
subject-verb agreement. These commonly emphasized objec- 
tives of the early grades continue to be part of the curriculum 
through junior high school. This is because the skill objectives 
within the standard usage strand are thought to be specific r.nd 
nongeneralizablc (Prescott, Balow, Hogan, and Farr, 1978); that 
is, learning to accomplish one skill objective (such as capitaliz- 
ing properly) does not contribute to a learner's accomplishment 
of another objective (such as conjugating a proper verb). 

Approaches to teaching grammar ar? tradiiional/prescrip- 
tive, focusing on rules for correct use; slruoJural/ltnguislic, based 
on the way language is actually used rather than how it ought 
to be used; andgenerative/iransformalional, accounting for the way 
sentences are p-oduced and understood. 
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Even with differing approaches, the order and grade 
levels at which the content of writing instruction is introduced 
are very similar. As noted earlier in this chapter, initial in- 
struction centers on sentence recognition and word order 
within sentences. By third grade, lessons usually include parts 
of speech and their functions as sentence parts. In higher 
grades, compound/complex sentences or sentence transfor- 
mations are taught, with students progressing from produc- 
tion of sentences to paragraphs to essays (Prescott, Balow, 
Hogan, and Farr, 1978). 

Spelling instruction normally follows structured methods 
because incidental learning on this topic is seldom adequate. 
This is because of the irregularitie in the sound-symbol rela- 
tionships of the English language. Students notice the lack of 
consistency in these relationships and find spelling difficult when 
guided only by word sounds. Therefore, teachers usually con- 
centrate on presenting the structured spelling patterns of the 
approximately 3,000 words people typically use most often in 
writing. The overriding objective across grade levels is for stu- 
dents to learn to spell these frequently used words correctly 
(Prescott, Balow, Hogan, and Farr, 1978). 

Beyond the junior high school level, writing instruction 
becomes incidental and, even in English classes, is given in 
response to specific subject-content instruction. A prominent 
report on secondary school writing (Applebee, 1981) found that 
most student writing is in response to textbook or worksheet 
questions and that only 3 percent of student writing at the high 
school level is as long as one paragraph. 

Instruction in writing skills for students participating m 
Adult Basic Education (ABE) programs usually follows the se- 
quence of objectives detailed above. The main difference be- 
tween this instruction and traditional kindergarteii-through- 
grade-twelve writing curricula is that ABE programs are built 
on functional writing-task competencies identified from every- 
day life. A typical ABE instructional program for writing skills 
has been outlined in detail by the Utah State Office of Educa- 
tion (Hall, Worthington, Carruth, andCubler, 1982). Represen- 
tative competencies and objectives incli;de the following: 
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• Writing grocery and "to do" lists (categorization, capitaliza- 
tion of proper nouns, handwriting legibility) 

• Sequencing 2uad outlining as preparation for doing household 
chores (outline format, capitalization, abbreviation and 
punctuation of dates, translation from Arabic to Roman 
numerals) 

• Filling out forms and applications for taxes, jobs. Social 
Security, 'nsurance, mail orders, driver's licenses, banking 
services, and so on (legibility, vocabulary, spelling) 

• IJer ifying the main ideas in paragraphs from commercial 
reading texts or newspapers (finding the main idea, rewriting 
the main idea in simple sentence format) 

• Writing business letters to order products or complain about 
them (standard format, capitalization of titles, punctuation, 
folding of business letters) 

Despite an attempt to relate instruction to adult experi- 
ences, the competencies listed above merely echo traditional 
academic objectives for the development of writing conventions 
(punctuation and capitalization) and basic grammar and syn- 
tax. Guidelines and materials for teaching writing skills to voca- 
tional students, prepared by the National Center for Research 
in VocaticHdi Education (NCRVE) (1985, p. 13), address sim- 
ilarly traditional goals: 

• Student writing is legible. 

• All words are correctly spelled. 

• Words are capitalized correctly. 

• Form of writing is appropriate to the circumstances. 

• Style of writing is appropriate to the situation. 

• Words used are accurate, clear, appropriate for expected 
readership. 

• Writing is grammatically correct. 

• Writing is properly punctuated. 

In the NCRVE program, students are also taught proofreaders' 
marks, which instructors use as a vehicle for providing instruc- 
tion on how to revise writing products. 
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Instructions for teachers using these materials suggest 
showing students samples of forms and reports from their oc- 
cupational areas so they will see that writing skills are used on 
the job and will be motivated to improve their skills. The in- 
structions also suggest assigning vocationally related vmting (for 
example, asking an auto mechanics student to write a report 
on antique cars) (National Center for Research in Vocational 
Education, 1985). Like the adult- experience-based assignments 
in ABE materials, tliese references to learners' interests are 
somewhat contrived and fall far short of being the functional- 
context materials that workers need to learn from if they are 
to apply writing skills successfully on the job. 

For example, commercially produced, generic writing 
materials may ask students to compose a sentence or paragraph 
about Betty the Doll Doctor, who fixes broken dolls. In an at- 
tempt to make the assignment job-related for adult or vocational 
students, an instructor might alter the assignment by asking 
students to compose a sentence or paragraph about Betty the 
Paramedic. Yet for the assignment to be truly job-specific, it 
would have to ask students to fill in the actual forms Betty the 
Paramedic uses on the job or to write a concise, clear, and ac- 
curate report to her immediate supervisor describing the treat- 
ment she provided to patients during her shift. Only in these 
last examples does the assignment become task oriented and call 
on students to use the problem-solving and thinking processes 
that are the basis of on-the-job writing skills application. 

How Should Writing Be Taught in the Workplace? 

Physically locating traditional ABE basic-skills writing 
programs in the workplace is not synonymous with conducting 
training in workpbce literacy. If the purpose of providing em- 
ployees basic-skills writing courses is to improve performance 
on job-writing tasks, instruction should focus on objectives that 
most nearly match job processes and activities as they are per- 
formed by a highly competent worker. This requires that in- 
struction center on writing tasks and materials actually used on 
the job. Commercial materials may be used to provide supple- 
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mental exercises for subtask skills (such as learning correct spell- 
ing patterns or how to identify key words or phrases), but sub- 
tasks should always be correlated to mastery of the total 
job-writing task (Drew and Mikulecky, 1988). 

Again, as when teaching job-related reading, the most 
effective way to teach these job competencies so that learning 
will be retained and transferred to job performance is by the 
functional-context method (Sticht, 1982). Job-v/riting tasks are 
identified through a literacy task analysis at the work site (Miku- 
lecky, 1986). While this process of interviewing and observing 
is being carried out, actual job materials are also gathered to 
be used as the basis for constructing simulated job tasks that 
will function as pretests and posttests (for needs assessment and 
evaluation of learners' progress) and as core curriculum exer- 
cises. It is important to note that it is job-related basic skills 
that will be taught, not job content (Philippi, 1988). To meet 
employees' needs, job-writing tasks selected for instruction should 
be those found in entry-level positions or in middle-level posi- 
tions to which entry-level workers may be promoted and should 
concentrate on job tasks workers report having difficulty with 
or simply want to do better. To meet employers' needs, job- 
writing tasks selected for instruction should include those for 
which performance results are critical to safety, upgrading, or 
production and those in which employees frequently make mis- 
takes (Drew and Mikulecky, 1988). 

What Are the Essential Elements 
of Training in Writing? 

According to studies conducted by Dichl (1980) and Miku- 
lecky (1982a), the majority of occupational-vmting tasks involve 
completing simple forms and preparing brief memos. The lat- 
ter study determined that of 276 writing tasks required to per- 
form jobs listed in the Dictionary of Occupational Titles (published 
by the U.S. Department of Labor), more than 42 percent in- 
volved filling out prepared forms and more than 22 percent 
involve generating memos or letters. Another 25 percent of 
job-writing tasks require recording, summarizing, or noting 
work completed. Task-reiated writing (such as producing blue- 
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prints) accounts for another 11 percent, while only 10.5 per- 
cent deal with writing reports or articles like the ones students 
in academic settings are taught to prepare. 

Another report (Rush, Moe, and Storlie, 1986) indicated 
that, other than in writing tasks performed by secretarial em- 
ployees, clarity is the chief requirement of on-the-job writing. 
Information often must be boiled down to concise communica- 
tion containing only the essentials. In job training, too, the report 
found that accuracy of information is considered more impor- 
tant than standard English usage. Further support of this con- 
tention comes from the U.S. Army, which in June 1986 
disseminated new regulations emphasizing the nsed for clarity 
and brevity in soldiers' writing. 

This telegraphic style is also frequently used hi business and 
industrial comn^unications. The terse style workers must use to 
complete forms or produce brief memos or summaries appears 
simple. But appearance is misleading; although the succinct style 
of clear occupational writing is easy to read and understand, it is 
not easy to write. A person must perform highly complex process- 
ing to accomplish the tasks that result in brief, accurate writing. 

Companies commonly identify grammar as what they 
want their employees to be taught in writing courses. By gram- 
mcu:, they usually mean correct writing that is clear and readable. 
Organizations frequently classify employee-produced writing as 
having bad grammar when it shows the symptoms of vague dic- 
tion, faulty punctuation, lack of clarity, lack of focus, wordincoo, 
or lack of purpose. In fact, these common errors are directly 
related to workers' inability to use processing and organizational 
skills (Anderson, 1986). To be effective, instruction in workplace 
writing should not center on grammatical exercises that treat 
these inaccurately labeled symptoms but should address the 
symptoms' cause by making explicit the mental processes one 
needs to perform writing tasks. 

What Constitutes Competency in 
Writing? What Constitutes Mastery? 

As in reading, an adult writer^s progress in writing should 
be measured by ability to master necessary processes. Since writ- 
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ing is a paper-and-pencil (or word processor) exercise, any tests 
given should be in that form. If a participant demonstrates cor- 
rect performance of a particular skill or process 75 to 80 per- 
cent of the time, mastery has been achieved. 



For almost twenty years, companies such as Polaroid, 
Planters LifeSavers Company, Aetna Life and Casualty, and 
the Onan Corporation have been providing basic courses to help 
employees improve their on-the-job writing skills. In-house 
trainers or contracted local providers (such as community col- 
leges and consultants) design skills enhancement curricula tai- 
lored to individual jobs within particular companies. As 
technology has been upgraded, these programs have shifted from 
providing basic skills training by means of traditional, generic 
practice materials to the use of functional-context materials 
representing actual on-the-job applications of those skills. Courses 
are designed to meet the needs of all employees— from the barely 
literate to those with threshold literacy to tho.«e with advanced 



Travelers Insurance Company. The MOST/BEST (Mod- 
ern Office Skills Training/Business English for Spanish-Speaking 
Trainees) program offered by Travelers Insurance Company 
of Hartford, Connecticut, is an example of an industry-spon- 
sored, functional-context, basic-writing training program. Trav- 
elers has modified its original program, which began operation 
nearly twenty years ago. In a structured work-simulated environ- 
ment, the company now offers an eighteen-week training course 
in basic skills as they are used on the job, including writing. 
The course has two phases. The first is an eight-week segment 
(seven and one-half hours per workday) of intensive work in 
basics with a transition into practice in using the skills on ac- 
tual job materials in simulated job activities. That phase is 
followed by a ten-week work-study period (four and one-half 
hours each morning) combined with on-the-job training (every 



What Are Examples of Workplace 
Training Programs in Writing? 



skills. 
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afternoon) for specific positions, such as file clerk, records man- 
ager, telephone answerer, computer terminal operator, proof- 
reader, typist, or word processor. Because of the makeup of the 
local work force, instruction also emphasizes the use of business 
English as a second language. During the eighteen weeks of 
customized preemployment training, participants are paid a sti- 
pend of $3.75 per hour, and they are guaranteed job placement 
upon successrul completion of the course. At each week's end, 
department supervisors evaluate the progress of trainees with 
whom they are assigned to work. Class size is limited to twenty- 
five to thirty participants. An advisory council analyzes and 
recommends for instruction the skills found necessary for com- 
petent job performance and also helps with trainees' postcourse 
placement. 

In addition to demonstrating the vmting competencies re- 
quired for a particular position, a trainee must show ability to 
perform certain tasks at company-set competency levels before 
he or she is placed in a job. The trainee must be able to read 
and follow instructions; exercise independent judgment; carry 
out a task efficiently, thoroughly, neatly, and with a minimum 
of supervision; and perform job tasks adequately. 

These additional requirements reflect the independent 
thinking and problem-solving strategies that should be incor- 
porated into instiuction in workplace >vriting to demonstrate 
to employees that they are learning skills applicable across all 
subject areas, but skills that are better retained when learned 
in a functional context. 

The U.S. Army. Another example of effective basic skills 
training that lends itself to emulation is the functional-context 
training conducted by the U.S. Army. In the Basic Skills Educa- 
tion Program (BSEP) (described in more detail in Chapter Four), 
soldiers receive twenty to forty hours of writing instruction as 
part of on-duty time, at an average of four hours daily. Instruc- 
tion focuses on the forms and brief reports soldiers use on the 
job. Guided instruction, including explanation of the use of an 
external model (Who? What? How? How Well?), teaches soldiers 
occupational -writing processes one step at a time, using simu- 
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lated military scenarios and actual job materials. The forms and 
reports covered during instruction are those that the soldiers 
use in their current rank or that they will use immediately after 
promotion: disposition forms, enlisted evaluation reports, coun- 
seling forms, and so on. 

What Should Be Included in a 
Generic Workplace Writing Curriculum? 

Exhibit 4 lists items to consider when designing a work- 
place writing curriculum. 

Exhibit 4. Job-Specific Writing Processes and 
Competencies Commonly Needed to Perform Job Tasks. 



What are the objectives of this training? 

-To improve job-related writing skills as they relate to immediate job 

requirements 
-To improve overall job performance 

-To er hance participants* chances of job stability and upward job mobility 

through improved writing skills 
-To increase company productivity through improving individual writing 

capabilities 

What are the key production competencies? 
-Writing key technical words accurately on forms 
-Spelling task-related words and abbreviations correctly 

What is the process for entering and performing single-step activities? 
-Entering appropriate information onto a form 

-Recording essential information in phrases or simple sentences accurately 
and precisely 

-Recording information that involves more than one sentence 

What is the process for entering and performing multiple-step activities and 
sourcing? 

-Transferring numbers, codes, dates, figures from equipment or written 
sources onto appropriate sections of forms 

-Writing i report including necessary support documentation or classi- 
fication 

How do you learn to translate action/transactions to paper? 

-By writing brief descriptive accounts of activities or transactions performed 

-By outlining a situation by identifying key ideas and supporting details 
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Exhibit 4. Job-Specific Writing Processes and 
Competencies Commonly Needed to Perform Job Tasks, Cont'd. 



-By summarizing essential details for a written communication according to 
problem-solving or newswriting guidelines (Who? What? Where? When? 



-By selecting relevant details for a written communication 

-By stating general impression of an event or situation as it relates to 

specific reporting gocds 
-By summarizing events and precise dialogue in an accurate, complete, 

and objective manner 
-By summarizing major poir.ts presented in a written communication 
-By generating a written communication according to a specific format 

(that is, memo, letter, and so on) 

How do you learn interpretation? 

-By identifying objectives, intent, target audience, and all essential and 
supporting details of a written communication 

By generating a written communication with sequentially arranged events 
-By writing brief justifications for actions taken and providing good 

reasons for rejecting alternative actions 
-By appraising a written communication and making adjustments to 

improve clarity 



Source Adapted from task analyses of civilian and military occupations, 
U.S» Department of the Army, 1988, Mikulecky, 1982aj and Diehl, 1980. 
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CHAPTER 



Computation in a 
Technological Workplace 



When you can measure what you are speaking about and ex- 
press it in numbers, you know something about it; but when 
you cannot measure it, when you cannot express it in numbers, 
your knowledge is of a meager and unsatisfactoiy kind. 



Lord Kelvin 

Popular Lectures and Addresses, 1891-1894 



What Is Computation? 



In elementary schools, basic mathematics includes com- 
prehensive thinking about quantification and subsidiary skills 
in addition, subtraction, multiplication, and division. On the 
job, the skills set that underlies an employee'^ ability to perform 
mathematical tasks successfully includes the following (Cornell 
Institute for Occupational Education, 1980): 

® Quantification, the ability to read and write numbers, count, 
and put numbers in sequence, recognizing whether one 
number is larger or smaller than another 

• Computation, the ability to add, subtract, multiply, and divide 
with single- and multiple-digit whole numbers, mixed 
numbers, fractions, and decimals 

• Measurement and estimation, the ability to take measurements 
of time, temperature, distance, length, volume, height. 
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weight, velocity, and speed and to use these measures and 
report them correctly; or when exact measurements are un- 
necessary or impractical, the a' ility to apply simple tech- 
niques for estimating q antities, lengths, distances, and so 
on, with a sense of the accuracy needed for the purpose 

• Problem solving, the ability to employ the skills listed above 
as they are called for in situations outside the classroom by 

recognizing the problem, 

distinguishing between useful an^* irrelevant infor- 
mation, 

determining whether more information is needed, 
determining which mathematical steps should be used 

to solve the problem, 
setting up the problem in a workable format, and 
computing the answer. 

• Comprehension, the ability to draw on knowledge and skill in 
the areas of 

equivalents (relating measurements on different 
scales), 

organization of data (understanding the ways data are 

displayed and collecting and interpreting data), 
algebra (setting up and solving equations), and 
geometry (using principles and formulas). 

As indicated in Chapter Two, for purposes of discussion 
throughout this book, the term computation is used interchange- 
ably with mathematics and should be viewed in that broader 
context. 

What Theories Support 
Current Training in Computation? 

Since early civilization, people have recognized mathe- 
matics as a necessary component of human knowledge. In an- 
cient Greece, the philosopher Plato, building on the work of 
Pythagoras (c. 500 B.C.), expounded on computation ^ a bridge 
between the concrete, real world of experiences and the abstract 
world of thinking and learning within the mind. Plato stated 
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that using mathematics to describe the forms and functions of 
things around us leads us to infer intangible principles that we 
can apply to new situations. His writings probably represent 
the first recorded expressio*i of the time Honored educational 
belief that the study of mathematics develops people's ability 
to reason, thus enabling them to solve problems and learn how 
to )earn. 

Because skills in computation are of strategic relevance 
in the workplace (Henry and Raymond, 1983), they (like reading 
skills) should be taught contextually, that is, in a way that reflects 
their on-the-job use. Such teaching is the quickest, most effec- 
tive route to improved employee performance. Over the past 
twenty-five years, Sticht, Mickulecky, and other experts in the 
field of functional-context learning have repeatedly documented 
the value and validity of this kind of instruction. As noted earlier, 
their work has demonstrated the wide difference between the 
on-the-job application of basic skills and the way skills are tradi- 
tionally taught and used in academic environments. Their work 
has also shown the successful skills transfer to job performance 
and the long-lasting effectiveness of instruction that uses job- 
spctlfic materials to activate employees* existing job knowledge 
while providing more training time on task. 

How Is Computation Taught in the Schools? 

More than fifty years ago, researchers concluded that 
generic, school-based mathematics instruction did not improve 
performance in specific content areas. In the middle to late 1980s, 
in numerous surveys and interviews, employers reinforced this 
contention by stating that the computational skills their 
employees were taught in school are not sufficient to meet job 
needs. 

Because the development of computational skills depends 
on an understanding of numeration concepts, elementary-level 
mathematics instruction fucuses on counting with the decimal 
system. In the primary grades, the most critical stages of skill 
development relate to work with whole numbers: digits, decades, 
hundreds, thousands, and so on. Fundamental concepts and 
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operations practice with algorithms (addition, subtraction, muhi- 
plication, and division) need to be mastered before students pro- 
gress to work on operations with rational numbers (fractions 
and decimals), which usually occurs in the intermediate school 
years. At higher levels, advanced concepts— such as prime lum- 
bers, exponents, greatest common factors, linear cquatio^is— 
are introduced. 

Mathematical goals, unlike those in reading, usually are 
objective and discrete, hierarchical, and easily measured (Pres- 
cott, Balow, Hogan, and Farr, 1978). In most mathematics cur- 
ricula, the teaching of basic operations begins with simple facts 
about whole numbers. Students then progress beyond facts to 
computation with no regrouping, to computations with regroup- 
ing in simple problems, to more complex computations, and 
then to computations without restrictions. Basic lav/s and prop- 
erties are also presented sequentially, beginning in the lower 
grades with the properties associated with basic addition and 
subtraction (commutative, inverse, and identity properties), then 
progressing to properties related to multiplication and division. 

In the intermediate grades, the emphasis shifts from whole- 
number operations to those with rationaJ numbers. In the lower 
intermediate grades, students are taught to extend and apply 
their understanding of operations. They are given instruction 
in distributive and closure properties, exponents, and denomi- 
nate numbers, and they begin intensive work with fractions and 
decimals, including the application of percentages, at about the 
fifth grade level. 

As instruction continues through the intermediate grades 
to the high school level, objectives become increasingly abstract. 
In high school, graphing and statistics, the average and the 
mean, probability, and ratio and proportion are topics frequently 
found in basic mathematics instruction (Prescott, Balow, Hogan, 
and Farr, 1978). 

In addition to covering numeration and operations, con- 
temporary school mathematics curricula extend to skills develop- 
ment in geometry, measurement, and problem solving. Skills 
in geometry and measurement are taught in three stages, basic 
concepts and common tern.s, eleiiients of the system for for- 
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malizing knowledge, and varied applications and implications 
of the systems. The metric system is usually covered as p "^^rt 
of measurement instruction. Typically, instruction in problem 
solving is limited to the application of basic operations to solve 
verbally stated (word) problems. Curricula traditionally focus 
on teaching students about the types of computation to be em- 
ployed, the information contained in a problem that will help 
one solve it, and the ordering of steps to be taken to research 
a solution (Prescott, Balow, Hogan, ?,nd Farr, 1978). 

Normally, adults who enroll in basic-mathematics educa- 
tion programs are tested to determine their level of proficiency. 
Most programs* curricula are drill based and geared to helping 
a learner pass the mathematics portion of the General Educa- 
tion Development test. Functional-context concepts are often 
employed in working with adults whose computational abilities 
are in the low-level range. The context used, however, has a 
life-skill rather than work-skill orientation. For women, these 
curricula tend to feature household tasks, such ao vomputing 
amounts in recipes or on cleaning supply labels, while men are 
often given exercises requiring them to compi.te weights and 
measurements for automotive or home maintenance chores. The 
problem solving introduced in such courses usually requires only 
basic mathematical operations (Ulmer, 1969). 



Testimony from employer surveys and interviews indi- 
cates that workplace applications of computational skills require 
employees to have proficiency levels in reasoning and problem 
solving beyond the basic use of computation algorithms mastered 
in school. This is not to say that workers are quantitatively il- 
literate in a generic sense. In fact, the Educational Testing Ser- 
vice in its 1986 National Assessment of Educational Progress 
report found that approximately 75 percent of young adults 
tested performers quantitative literacy tasks at the intermediate- 
to-adept level or better (p. 35). 

The serious problems lie in worker?* inability to deter- 
mine which computational algorithm(s) to apply to a particular 
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job problem or to recognize errors resulting from inappropriate 
applications because they do not understand why specific compu- 
tations should be used (Kloosterman and Harty, 1986). Neither 
time-consuming skill drills nor the use of calculators is an effec- 
tive remedy because, while either can correct the problem of 
computational errors, neither helps a person understand which 
computation is needed to solve an on-the-job problem (Klooster- 
man and Gillie, 1987, 1988). Furthermore, the difficulty of a 
computational task increases if workers must apply more than 
one numerical operation in an appropriate sequence or must 
use information that is embedded in printed materials (Kirsch 
and Jungeblut, 1986). The most effective way tc teach the skills 
and strategies that will equip workers to solve matliematics prob- 
lems in the workplace is through the use of contextual materials 
that simulate job situations (King-Fitch, 1985). 

What Are the Essential Elements 
of Training in Computation? 

Studies of the occupational use of mathematical skills in- 
dicate that most jobs, regardless of their field, require employees 
to apply the higher-order thinking strategies of problem solv- 
ing and interpretation, even when working with the most basic 
levels of number concepts and calculations found in job tasks 
(Greenan, 1984; Smith, 1973; Wiant, 1977). 

A report prepared for the National Center for Research 
in Vocational Education cites diagnosis, estimation, and prob- 
lem solving as fundamental reasoning skills used in the work- 
place. "In mathematics, recent research suggests that the most 
«5uccessful learners . . . understand the task to be one of inter- 
preting numbers, not just doing routine calculations. . . . Failure 
to engage in 'higher order reasoning' about quantities is related 
to failures in learning the 'basic' skills of calculation and number 
usage" (Resnick, 1987a). 

Drawing similar conclusions, a report prepared for the 
Indiana State Board of Vocational and Technical Educauon 
(Kloosterman and Gillie, 1987, 1988) details the need for mathe- 
matics instruction in problem solving and interpretation skills. 
Examining the effectiveness of various curricula for teaching 
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workplace mathematics skills, this report demonstrates the need 
for instructional materials that provide instruction in the b2isic 
skill of problem solving/logical thinking in ways that promote 
transfer of knowledge about one problem to a new problem. 
Such materials stand in contrast to traditional instructional 
materials, which rely heavily on drill that results in specific, 
nontransferable mathematical skills. The report suggests incorpo- 
rating in curricula for teaching basic skills in workplace mathe- 
matics a step-by-step problem-solving model that uses 
brainstorming, activates learners' prior knowledge, and involves 
group cooperation. The report emphasizes that problem-solving 
strategies can and should be taught contextually as applied skills 
for the workplace. This recommendation is echoed by the Na- 
tional Advisory Committee on Mathematical Education, the Na- 
tional Council of Teachers of Mathematics, the National Council 
of Supervisors of Mathematics, and the Center for Occupational 
Research and Development, all of which have issued publica- 
tions urging educators to focus basic mathematics instruction 
on problem solving and interpretation of computational func- 
tions. (For a list of workplace computation skills, see "What 
Should Be Included in a Generic Workplace Computation Cur- 
riculum?" at the end of this chapter.) 

What Constitutes Competency in 
Computation? What Coxistitutes Mastery? 

As noted throughout this chapter, even entry-level job 
tasks require the application of complex dusters of mathematical 
skills. Following are two examples from the fieldwork of Larry 
Mikulecky, director of the Learning Skills Center, Indiana 
University-Bloomington (personal telephone interviews, 1988). 

Example L Workers on loading platforms must not only 
know how to calculate the total weight allowance for loading 
units (skids) and partial units per truck, but they also must be 
able io compute quickly the fractional unit weights of other prod- 
ucts to fill out each truckload, maximizing use of space and 
minimizing transportation costs. At the same time, the loading 
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plan must be arranged and reairranged so that the weight and 
volume of final distribution will be balanced to meet safety 
regulations. 

This entry-level task demands more than simple facility 
and accuracy in applying basic computation of fractions to mea- 
sured weights and volumes; it requires workers to use the results 
of their calculations in conjunction with higher-level thinking 
skills of interpretation, problem solving, and decision making. 
The correct solution for each occurrence of the job-task pro- 
cedure is based on a particular shipping order and a particular 
truck, and so is different each time. Therefore, it is the process 
for achieving various solutions that must be taught and mastered, 
not merely the discrete computational skills involved. 

Example 2. A worker on a food-packaging assembly line 
that uses statistical process control (SPC) must be able to remove 
a sample from the line every X minutes, weigh it, record its 
weight (to hundredths of an ounce) on a chart, calculate (from 
the sample weights charted for a given period) the average weight 
of a package on the line, and determine whether or not that 
average weight falls within an allowable range of error for the 
weights printed on individual packages. The results of this em- 
ployee's work are used to decide whether the assembly line must 
shut down to readjust the filling machines— a costly procedure. 
A next-higher-level worker interprets the data prepared by the 
entry-level worker and recalibrates the line madiines whenever 
data indicate this is necessary. 

The complex, yet somewhat discrete, nriture of the job 
tasks for these workers* positions makes it difficuh to find peo- 
ple who can perform the tasks successfully at the time of hir- 
ing. Both positions require interpretive, decision-making, and 
problem-solving skills beyond basic computation and measure- 
ment. In all likelihood, their employer must therefore provide 
or arrange for new employees' training in applied skills. More- 
over, entry-level workers would need additional training to be 
qualified for promotion to the higher position. 

It is important to note that an entry-level worker, along 
with mastering multiple-step processes, must make decisions 



139 



116 



Workplace Basics 



based on the interpretation of completed computations. Train- 
ing for this added dimension of skill application requires situa- 
tional/contextual instruction that includes task analysis of each 
job, design of instructional materials that simulate specific job 
tasks, and teaching of skills as they are applied on the job. Such 
instruction fosters motivated workers whose learning is relevant 
to their everyday needs and the transfer of learning to successful 
job performance. 

What Are Examples of Successful Workplace 
Training Programs in Computation? 

Delco Prodticts. De^co Products, a division of General 
Motors, mzmufactures such car components as motors, suspen- 
sion systems, transmissions, engine cooling systems, and several 
power accessories. The Rochester plant, one of Delco's eleven 
manufacturing locations in five countries, is the site of the pro- 
gram discussed here. This plant employs 3,528 workers, of 
whom 3,105 are hourly wage employees. 

Delco offers its technical mathematics course through a 
workplace literacy program begun in January 1988 and jointly 
conducted by Delco and the International Union of Electrical 
Workers (lUEW'). Ddco hired an educational consultant to write 
a proposal for program funds from the state of New York. 
Through the Workplace Literacy Special Grants Fund autho- 
rized by the New York State legislature, $2 million was made 
available to employers in 1988. More than fifteen projects were 
funded, Delco's among them. Delco retained the educational 
consultant to administer its program. The state pays the pro- 
gram's administrative cr*sts, and the company pays participants' 
wages — they attend classes on company time— and provides 
classroom facilities. 

Technical mathematics is one of three courses offered 
through the workplace literacy program, the other two are com- 
munications and a combined reading and writing course. These 
courses prepare participants for taking apprenticeship tests, par- 
ticipating in quality-of-work-life (QWL) projects, understanding 
statistical process control (SPC), and continuing their learning 
through college courses. 
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Delco's need for a literary program came to light when 
two operational changes were being carried out. First, Delco 
was consolidating its trades so that the manufacturing opera- 
tion would be more efficient and less costly. For example, all 
line workers were to be trained to resolve commonplace prob- 
lems occurring at their workstations. By eliminating the wait 
for another employee to arrive to fix things, this training would 
shorten production downtime. Second, Delco had to train line 
workers in its new statistical quality control system. 

In both cHc^Sy the company discovered that workers lacked 
the basic skills needed for successful participation in advanced 
training leading to an update of the manufacturing process. Up- 
dating was especially important because the economic situation 
in the auto parts industry was not good; Delco is one of the few 
companies in that industry to have survived recent difficulties. 
At the time, it had experienced relatively few layoffs (only 200) 
and was showing a profit. Further, Delco wanted to stay in 
western New York. In order for the company to remain com- 
petitive and profitable in that location, training for the manufac- 
turing update was essential. 

Tv^elve Delco employees in the technical training area were 
responsible for helping to set up the program and are still ac- 
tively involved in its administration. The educational consultant 
hired to implement the program works closely with this technical 
training group, and all instructor and class coordination is done 
through them. The lUEW president signed the workplace literacy 
grant awarded by the state, and the union and management each 
have a representative in program planning and administration. 

Top management and most employees supported the pro- 
gram from the start, but some foremen and supervisors have 
resisted it. Employees are committed to the program to the ex- 
tent that many will report to class even if they have been ab- 
sent from work. Despite top management support and 
encouragement for continuing the program, foremen and super- 
visors are sometimes reluctant to release employees from their 
jobs to attend class. The program is open to all plant employees, 
although currently only hourly union workers are participating. 
The program is also voluntary, but changing plant needs even- 
tually may lead to mandatory attendance. 
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The program runs for eighteen weeks (with six weeks 
devoted to each of the three subjects). Employees attend once 
a week for four hours and are given assignments to complete 
between sessions. To serve all employees who want to attend, 
there are classes for all three shifts. From January 1988 to the 
1988-89 academic year, 185 people participated in the program, 
and for the 1988-89 academic year, Delco expects to have two 
tvi^enty-one-week sessions (one per semester), with 200 people 
in each. Over the next five years, Delco expects to train 2,000 
people through this program. 

Delco's workplace literacy program is not prepackaged, 
and the company prides itself on offering its employees custom- 
ized, functional-context training programs. At the outset, the 
educational consultant met v\dth employees and managers to find 
out what skills training they thought was needed. The curriculum 
was developed from their comments and, before implementa- 
tion, was presented to them for further response. 

The instructors, a dozen consultants hired from outside 
the company, are required to attend in-service training sessions 
before the program begins. Although classes meet at all hours 
of the day and night, Delco has had no problem signing up com- 
petent, enthusiastic instructors. Instructors evaluate each of their 
students after each class session. Students also write a self- 
evaluation, giving their perceptions of what they have learned 
and hov\^ they are progressing. All aspects of the course are well 
documented, but no records are suppliedto the union or man- 
agement. Program reports are given only to the state of New 
York and remain anonymous. 

No long-term evaluation of students has been done, al- 
though employees are tracked after their program participation 
to find out what their next educational step will be. The state 
of New York's grant does not require a long-term evaluation, 
but Delco believes one should be done and is working to deter- 
mine how to do it. For now, the most significant change instruc- 
tors have noticed is in participants' attitudes. The employees 
have become excited about learning and obviously look forward 
to their next class. 

When employees enter the mathematics portion of the 
Delco workplace literacy program, they are given a test devel- 
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oped by the educational consultant to determine at what level 
they need to begin their individual programs. At the end of the 
mathematics portion of the program, they are given another test 
to show how they have progressed. Because the union does not 
want the program to be based on a pass-fail system, however, 
the tests are for evaluation purposes only. The union wants the 
employees to have the opportunity to learn as much as possible 
without the fear of failure. 

To help employees feel more at ease with the skills they 
will be learning, instructors begin the course by addressing the 
issue of math anxiety. Then, before beginning work on skills, 
students develop mathematics goals they wish to accomplish by 
the end of the course. Next, on the basis of their pretest results, 
students are placed individually in skill areas ranging from ad- 
dition of whole numbers to trigonometry and calculus. This 
method of placing students provides each of them with an in- 
dividualized educational program (lEP). The instructors have 
developed a three-sheet instructional guide for each skill. The 
guides explain the skills and give examples of problems involv- 
ing skill application. All of the skills are presented in the con- 
text of an industrial work environment, so students solve 
problems that they are likely to encounter on the job. Each stu- 
dent works at his or her individual skill level and pace. 

After a student has completed each lEP guide and feels 
comfortable with the particular skill involved, he or she is given 
a mastery test. A 90 percent pass rate demonstrates that the stu- 
dent has competency in that skill and thus may move on. If the 
pass rate is not met, the student revisits the skill sheet, refer- 
ring to numerous texts that offer further guidance in the skill. 

Students are not grouped according to ability, but classes 
are kept small (sixteen students each) so that employees can 
receive individual attention. Additional instructors are assigned 
to classes that have many employees with special needs. Dur- 
ing dass, the instructors make the rounds to help each student 
with his or her work in individual skill areas. 

One-quarter of the mathematics course is devoted to phys- 
ics. The concepts of motion, fields, conservation of matter and 
energy, friction, and machines are presented on videotape and 
in lectures. Because of students' low math skills, the depth with 
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which the concepts can be covered is limited (Susan McLean, 
telephone interviews, May, July, and August 1988). 

The U.S. Army. Many v/orkplace programs have been 
designed to improve v\rorkers' computation skills, but few of the 
programs incorporate the functional-context philosophy described 
above, with the notable exception of vendor-provided instruc- 
tion on how to operate specific pieces of equipment. One of the 
best-known programs in functional-context training, the Job 
Skills Education Program (JSEP), has been sponsored by the 
U.S. Army. JSEP is a computer-based basic skills program 
developed by Florida State University and Ford Aerospace and 
Communications Corporation. JSEP is based on an instructional 
system design (ISD) model. Skills chosen for instruction are those 
that have been identified by means of a task analysis of high- 
density military occupation specialties (MOSs). The compe- 
tency-based program's curriculum uses actual MOS job material, 
is computer assisted, and deals with skills in reading, writing, 
and mathematics. Instruction in mathematics competencies is 
delivered in units of three to ten sequential lessons for each of 
the following: 



Numbering and counting 
Linear, weight, and volume 

measures 
Degree measures 
Time-telling measures 
Gauge measures 
Spatial measures 
Lines 
Planes 

Angles and triangles 
Solids 

Terminology 



Addition and subtraction 
Multiplication and division 
Fractions and decimals 
Geometry 

Combination of processing 
(problem solving and in- 
terpretation) 

Graphing in the coordinate 
plane 

Algebra 

Trigonometry 



The program emphasizes processes and job-usage skills 
and is designed for use by soldiers who test below the accept- 
able level of mathematics ability (estimated grade level 10.2 on 
the Test of Adult Basic Education), who need to retake the 
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Armed Forces Classification Test to raise their scores to the 
eligibility level for reenlistment or promotion, or who are recom- 
mended for the program by their commanding officers. 

In May 1988, the U.S. Department of Education awarded 
Florida State University a $628,000 seventeen-month contract 
to adapt this successful army program for civilian use. Florida 
State will again be collaborating with Ford Aerospace and the 
New York Department of Education to develop a program ap- 
propriate for use in general vocational education curricula. 
Because of the strong applicability to workplace basics, the U.S. 
Department of Labor has selected California, Delaware, and 
Indiana as demonstration sites in which the new civilian form 
of the JSEP curriculum will be tried out. 

What Should Be Included in a Generic 
Workplace Computation Curriculum? 

A study of more than 130 different vocational areas showed 
high to moderate generalizability (transfer from one ocupational 
area to another) of the mathematics skills shown in Exhibit 5. 



Exhibit 5. Job-Specific Computational Processes and 
Competencies Commonly Needed to Perform Job Tasks. 



What are the objectives of this training? 

-To improve job-related computational skills as the> relate to immediate job 
requirements 
-To improve overall job performance 

-To enhance participants* chances of job stability and upward job 
mobility through improved computation skills 

-To increase company productivity through improving individual com- 
putational capabilities 

What procedures do you need to learn to understand how to use whole 
numbers in the workplace? 

-Reading, writing, and counting single- and multiple-digit whole numbers 
-Adding and subtracting single- and multiple-digit whole numbers 
-Multiplying and dividing single- and multiple-digit whole numbers 

Using addition, subtraction, multiplication, and division to solve problems 
with single- and multiple-digit whole numbers 
-•Rounding off single- and multiple-digit whole numbers 
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Exhibit 5. Job-Specific Computational Processes and 
Competencies Commonly Needed to Perform Job Tasks* Cont'd. 



What procedures do you need to learn to understand how to use fractions in 
the workplace? 

-Reading and wridng common fractions 
-Adding and subtracdng common fracdons 
-Muldplying and dividing common fractions 
-*Solving problems with common fracdons 

What procedures do you need to learn to understand how to use decimals in 
the workplace? 

-Carrying out arithmedc computations involving dollars and centr 
-Reading and wridng decimals in one or more places 
-•Rounding off decimals in one or more places 
-Muldplying and dividing decimals in one or more places 
-Adding and subtracdng decimals in one or more places 
-•Solving problems with decimals in one or more places 

What procedures do you need to learn to understand ho/v to use percent in 
the workplace? 

-Reading and wridng percentages 
-Computing percentages 

What procedures do you need to learn to understand how to use mixed 
opcradons in the workplace? 

-•Converdng fractions to decimals, percentages to fractions, fracdons to 
percents, percentages to decimals, decimals to percentages, common frac- 
tions and mixed numbers to decimal fractions, and decimal fractions to 
common fracdons and mixed numbers 

-•Solving problems by selecdng and using correct order of operadons 

-Performing written calculations quickly 

-Compudng averages 

What procedures do you need to learn to understand how to use 
measurements and calculations in the workplace? 

-•Reading numbers or symbols from dme, weight, disrance, and volume 
measuring scales 

-•Using a measuring device to determine an object's weight, distance, or 

volume in standard (English) units 
-•Using a measuring device to de*ermine an object's weight, distance, or 

volume in metric units 
-•Performing basic metric conversions ' ivolving weight, distance, and 

volume 

-•Solving problems involving dme, weight, distance, and volume 
-•Using a calculator to perform basic arithmedc operations to solve 
problems 
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Exhibit 5. Job-Specific Computational Processes and 
Competencies Commonly Needed to Perform Job Tasks, Cont'd. 



What procedure do you need to learn to understand how to use estimation 
in the workplace? 

-•Determining whether a solution to a mathematical problem is reasonable 

• Source: Adapted from Greenan, 1984, Appendix C, p. 28. 

Now Those items with an asterisk (*) indicate skills directly involving 
the use of problem solving or interpretation. 
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Communication Skills: 

Speaking and Listening Effectively 



Communication is central to the smooth operation of a com- 
petitive venture. Communication skills are at the heart of get- 
ting and keeping customers. Pitching innovation, contributing 
to quality circles, resolving conflict, and providing meaningful 
feedback all hinge on effective communication skills. 

Without communication, an organization cannot func- 
tion. If an organization's workers cannot communicate, little 
real progress can be made toward achieving strategic objectives. 
It is impossible to imagine that coordinated effort will occur ex- 
cept through communication or through the unlikciiest of coin- 
cidences (Lesikar, 1976). 

Ironically, American schools offer scant instruction in oral 
communication and virtually none in listening. While they pro- 
vide extensive formal training in reading and writing, the schools 
generally provide instruction in oral skills or'*/ in an elective 
course linked to public presentation techniques such as debate, 
drama, and so on. 

To understand human communication, it is helpful to 
know some fundamentals. 

Communication Is Imperfect 

Because of the human jJ//^ of past experiences and resulting 
values, expectations, and so on, communication is not the highly 
precise activity that many people think it ought to be. Since 
meaning is always perceived differently depending on which 
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filter one uses (that is, which person is sending or receiving the 
communication), people are likely to assign various meanings to 
any particular set of symbols. Symbols themselves often have mul- 
tiple and vague meanings and arc not consistently used by message 
senders. Further, not everyone is proficient in encoding (that is, 
in selecting and putting together symbols for use in messages). 

We Communicate About Ourselves 

In the process of symbolizing, we often select symbols that 
tell more about our internal states than about any independent, 
external "reality." Actually, we tell how we perceive or react to 
the stimuli that we receive. For example, if two people view an 
objective composition of matter — a painting— one person may 
think that it is beautiful and the other think that it is hideous. 
In reality, the painting is not inherently beautiful or hideous. 
The reality that is communicated is "As I view this painting's 
information, as picked up by my sensory receptors, relayed 
through my nervous ?/stem, and strained through my filter, the 
painting appears to be beautiful (or hideous) to me." 

Meaning Is in the Mind 

Symbols do not, in and of themselves, have meaning. 
Meaning is in the mind of a person sending or receiving a 
message. The similarity of the interpretation that those involved 
in the communication give to symbols is a measure of the suc- 
cess of the communication effort (Lesikar, 1976, pp. 27-29). 
If we considered these fundamentals whenever we became in- 
volved in communication activity, we would ask ourselves "What 
did he or she mean when using those symbols?" rather than 
"What do those symbols mean in my mind?** 

Workers spend most of their day in some form of com- 
munication. They communicate with each other about proce- 
dures and problems, and they relay information to and receive 
it from customers. Employees who lack proficiency in oral com- 
munication and listening are handicapped in enhancing their 
personal and professional development. Moreover, business 
leaders estimate that deficiencies in these skills cost employers 
millions of dollars each year in lost productivity through error. 
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Oral Communication 



"That*s whats wrong with us! . . . Wc can't talk. Nobody but 
writers know how to put things into words and everybody 
goes around stuffed up with things they want to say and 
can't^" It seemed to him that he had put his finger on the 
secret of all human sorrow. 

Rebecca West 
Life Sentence, 1935 



What Is Oral Communication? 



Oral communication is no longer considered the mere 
transmission of information or messages, sender to receiver, as 
theorists in the 1960s and early 1970s proposed. Rather, it is, 
as psychologist Carl Jung defined it, the "sharing of meaning." 
Communication in general and oral communication in particular 
involve an exchange of thoughts, ideas, and messages (Burgoon 
and Saine, 1978). Oral communication is a dynamic process, 
an ongoing interaction of elements that chai je as they interact. 



What Theories Support Current 
Training in Oral Communication? 



The notion of oral communication as a dynamic process 
suggests that an act of communication cannot be reversed or 
exactly repeated because communication evolves. Previous com- 
munication encounters affect the ones that follo'^. Some theorists 
assert that communication is an evolutionary process affecting 
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us as individuals and as members of social systems. Through 
communication, both individuals and social systems evolve and 
change, are replaced, or become obsolete. 

Further, contemporary scholars suggest that communica- 
tion is a transactional process because we constantly send and 
receive messages simultaneously as we atttempt to share mean- 
ing. A systematic theory, this implies an interrelationship or 
interdependence among elements in communication. 

Figure 2 illustrates elements of an interpersonal communi- 
cation process: sender and receiver, message and means of com- 
munication (channel), sources of interference (communication 
barriers), and feedback (responsive communication). 

Figure 2 illustrates the fact that a person (whether acting 
as a sender or a receiver) brings an individual background or 
field of experience (see #1 and #2 of Figure 2) to communica- 
tion interactions. The influences of a person's gender, ethnicity, 
age, socioeconomic status, birth ordei, place(.s) of upbringing, 
spiritual and political beliefs, educational history, work experi- 
ence, sense of personal power or status, sexual orientation, 
language skills, mental and physical health, and so on affect com- 
munication. 

Current theory, confirming the beliefs of the ancient 
Greeks, suggests that people tend to manifest their combina- 
tion of these influences in one of four visible and dominant styles 
of communication (Jung, 1964; Klein, 1970; Boyatzis, 1982; 
Harrison and Bramson, 1983). Each of these basic styles has 
characteristic body language, vocal patterns, and language 
usage. Although experts differ about what to call each style, they 
agree that each is based on a particular set of values that mani- 
fests itself in a visible mode of behavior and that how a person 
approaches a situation is based on that person's individual field 
of experience, which often will conflict with other people's ex- 
periences, N^alues, and styles. The four dominant styles are found 
in action-oriented, process-oriented, people-oriented, and idea- 
oriented communicators. 

Action-oriented communicators tzSk about getting things done, 
the "bottom line," moving ahead, decisions, and achievements. 
They tend to be direct, impatient, decisive, quick, and energetic. 
They have short attention spans, tend to interrupt others, and 
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Figure 2. Complete Process of Communication. 




Source: Adapted from Saihre, Olsen, and Whitney, 1977, p. 9. 

hate small talk. Their body language and vocal cues tend to be 
accurate indicators of what they are feeling. 

Process-oriented communicators talk about facts and figures, 
policies and procedures, analysis, and planning. They tend to 
be systematic, patient, unemotional, cautious, and logical. They 
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have long attention spans, hate off-the-cuff reactions, and offer 
minimal body language and vocal cues about their feelings. 

People-orienied communicators talk about needs, motivations, 
teamwork, values, feelings, and beliefs. They are spontaneous, 
empathetic, and subjective, and they hate rigid procedures that 
fail to take into account humEin elements. Their body language 
tends to be open and their voices varied. 

Idea-oriented communicators talk about innovation and change, 
new ways of doing things, concepts, and possibilities. They tend 
to be full of ideas, provocative, and difficult to understand. They 
like to challenge others and hate rules and regulations. Their 
nonverbal and vocal cues vary substantially. When gathering 
ideas, they like privacy and may be withdrawn; when promoting 
ideas, their energy l^v^i infeases. 

Communication occurs when styles overlap, when there 
is something in one person's values and experiences with which 
another person can identify. This identification may be called 
common ground or rapport (see #3 of Figure 2), and it is essential 
to communication. The extent to which receivers have codes with 
meanings similar to those of a message's sender is the extent 
to which they can communicate (LaRusso, 1977; Wolvin and 
Coakley, 1982; Elsea, 1986). 

To share meaning through exchanged messages, most of 
us use, intentionally or unintentionally, what are referred to as 
"message channels" (see #4 of Figure 2). In adult communica- 
tion, first and foremost is tht message channel of the body. We 
use and interpret bodily nonverbal communication such cis 
smiles, looks, nods, touches, even styles of dress. ^Ve do not 
need to speak another person's language to commu ^cate with 
that person; a welcoming smile is universal. But non . xbal com- 
munication may not always translate, for example, the friendly 
bund gesture of people in one country may be considered rude 
or insulting by people in another country. 

Researchers tend to classify body language in terms of 
nine components. Evidence indicates (Elsea, 1986) that this is 
the order in which an American processes information about 
another person upon meeting for the first time: 
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1. Color of skin 

2. Gender 

3. Age 

4. Appearance 

5. Facial expression 

6. Eye behavior 

7. Movement 

8. Personal space 

9. Touch 

So much meaning is conveyed by these nine aspects of body lan- 
guage that many communication specialists believe that body 
language and appearance constitute more than half of the mean- 
ing of a sender's total message (Mehrabian, 1972; Knapp, 1978). 

The second message channel involves the voice and is 
called paralanguage or vocal communication. When a person 
speaks, the voice has such characteristics as tone, volume, pitch, 
rhythm, ;empo, pauses, and articulation. A voice— excluding 
words— may transmit as much as 38 percent of the meaning 
in face-to-face interactions and 70 to 90 percent in telephone 
conversations (Elsea, 1986). For example, the rates at which 
people speak and their levels of loudness have physiological 
effects on them and on receivers. For instance, a rapid pace of 
speaking increases a listener's heartbeat and adrenaline flow, 
and shouting may increase blood pressure; a calm, soft, and 
slow voice has the opposite effects. Neurolinguists are experi- 
menting with pacing or mirroring techniques that may help a per- 
son control a conversation by voice variety alone (Grinder and 
Bandler, 1975, 1977; Bandler and Grinder, 1979; Goleman, 
1979). For example, they suggest that when talking on the 
telephone to someone whose rate differs from yours, you should 
try to match the other person*s rate because this may help to 
raise his or her comfort level quickly. Although their methods 
are controversial and their findings still subject to external veri- 
fication, neurolinguistic programmers offer intriguing informa- 
tion on the power of the human voice (Goleman, 1979, Dariing, 
1988). 
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The third message channel is words. In the first two to 
four minutes of a new interaction, words (verhal communica- 
tion) contribute only 7 percent to conimunication (Mehrabian, 
1972). A person's choice of words, arrangement or pattern of 
ideas, and choices of evidence or supporting material make up 
a verbal message, whether spoken or written. Words are im- 
portant, but in oral conimunicatic i, if receivers do not like what 
they see in the message sender's body language or appearance 
or are stopped by something in the sender's voice, evidence sug- 
gests that they may not care about the words. Regardless of the 
verbal message conveyed, receivers' minds niay already be made 
uptecauseof an impression formed from nonverbal communica- 
tion. There is ample evidence that when there is a contradic- 
tibh'betweeri what we say and how we say it, most adults believe 
our manner and disregard the words we use (Mehrabian, 1972; 
Rosenthal and DePaulo, 1979). 

When body language and vocal characteristics are appro- 
priate and meet leceivers' expectations, receivers move more 
quickly to act oh the words. At that point, language that is congru- 
ent with nonverbal communication, appropriate to the situation, 
and powerful enough will sustain receivers* attention and contrib- 
ute to the sharing of meaning. For example, an effective repair 
person avoids technical jargon when talking to an appliance owner 
who does not have a technical background, and an effective cus- 
tomer service representative understands the importance of using 
customers* names and courtesy titles correctly. In such cases, the 
initial 7 percent's worth of communication value of words may 
grow much larger, until vvords may carry most of the message. 

How people use and respond to the three message chan- 
nels depends on four variables: power or status, culture, gender, 
and physical response. The facial expression of smiling provides 
an example; High-status people smile less than low-status peo- 
ple. A smile in an American-influenced culture may mean some- 
thing different from a smile in an Asian one. Women smile more 
than men, often in direct contradiction to the message they are 
conveying. A natural smile creates positive chemical changes 
in the body; a forced smue makes tension worse (Ekman, 1985; 
Ekman, Levenson, and Friesen, 1983). 
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The more a communicator knows about the fields of ex- 
perience of other people in an interaction, the more prepared 
the communicator can be to control the effect of those variables 
on the communication process. 

The communication process is also complicated by the 
barriers that may stand in the way of a message's being received 
as intended. Interference, or noise, as researchers term it, is infor- 
mation not wanted at a given point in the process because at 
that point it is not pertinent and impedes communication of in- 
formation that is pertinent. Interference may originate from the 
sender (#5 of Figure 2), receiver (#6 of Figure 2), or message 
channel (#7 of Figure 2). For example, a render's skin color, 
ethnicity, gender, or age may be a barrier and so, too, may 
nonverbal or vocal idiosyncrasies, word choice (one person's 
"sink" is another person's "basin"), or what an individual is 
believed to represent. If a sender works for an unpopular orga- 
nization such as the Internal Revenue Service, a receiver may 
not get past that fact to the substance of the sender's message. 

On the other hand, if a receiver is prejudiced, biased, ig- 
norant, stressed, or fatigued, has language differences with a 
message's sender, or is a chronically inattentive listener, the 
sender's message may not be received as intended. For exam- 
ple, workers who are under stress and tension simply do not 
listen as accurately as they would without those barriers. 

In terms of the message channel, if a workspace is crowded, 
poorly ventilated, or badly lit. if it has much traffic and literal 
noise, and many interruptions, workers may not work and com- 
municate well. If a receiver cannot see body language or hear 
paralanguage and words clearly, the physical environment can 
be a major stumbling block to communication. Unless barriti^ 
are removed or at least lowered, a communication interaction 
will be only minimally effective. 

Completing the complicated and unpredictable process 
of communication is feedback or response (see #8 and #9 of 
Figure 2). Feedback is both given and received when messages 
are exchanged, although meaning certainly can be conveyed 
without a receiver's showing his or her response. There are three 
aspects of feedback: type, form, and timing. 
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In terms of type, feedback may be positive or negative. 
Evidence from studies and observations by industrial psycholo- 
gists and personnel experts show that v\^hen employees receive 
positive feedback or a mixture of positive and negative rather 
than just negative feedback, their morale is higher and their pro- 
ductivity greater (Skinner, 1953; Kohn, 1986a, 1986b). 

In terms of form, feedback may be verbal, nonverbal, or 
a combination of the tv\^o. Good communicators tailor their feed- 
back to the needs of the recipient. Some people respond better 
to a smile or a handshake, others to tone of voice, y/hi\c still 
others prefer v/ords, either oral or v\^ritten. 

In terms of timing, feedback may be given immediately 
or delayed. Again, people differ from one another and from 
situation to situation. Some people y/ant to give or receive im- 
mediate responses. Others prefer that some time elapse before 
they respond to communication or have their communications 
responded to. The more communicators know about each other's 
field of experience, the more accurately they can time their 
responses. 

What Are the Essential Elements 
of Training in Oral Communication? 

To be effective communicators, people must understand 
their ov\^n basic communication style, understand and value 
different styles, and adjust their own style to others* styles. Let's 
consider each of these uasic skills. 

Awareness and Understanding of Our Own Dominant Style 
of Communication. Excellent and relatively inexpensive instru- 
ments are available to help in assessing styles of communica- 
tion, among them the Myers Introduction to Type, Performax^s 
Persona Matrix System, and Communication Skills, Inc.'s Self- 
Assessment Exercise. Such instruments provide useful informa- 
tion by helping identify people's personality traits or social styles. 
Keep in mind, hov\^ever, that although proponents claim statis- 
tical validity for these instruments, critics doubt such validity. 
The value of the instruments lies in the increased self*av\^arene.ss 
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of people who assess their styles and in the way people can use 
the instruments' results to raise and resolve problems related 
to style conflicts and needs. 

A person who has ascertained his or her dominant style 
needs to Jearn how it is manifested in body language, voice, 
and verbal language. Key questions to ask and answer are ''What 
do I look like, sound like, and say?'' 

Each style tends to display its own set of cues, and nonver- 
bal characteristics are crucial because more than half of a mes- 
sage's meaning is conveyed by them. An "action" person may 
manifest anger in facial expressions or gestures quite different 
from those of a "people" person. An "idea" person's eye behavior 
will likely differ from that of a "process" communicator. Good 
communicators know what they look like when they are angry, 
confident, upset, or happy. Videotaping is the fastest and most 
accurate way to learn these things about oneself. 

Vocal characteristics also provide important information 
about how people communicate. If a person sounds harsh and 
r^brasive, other people probably will perceive that person as harsh 
and abrasive. If a person sounds timid and insecure, he or she 
probably will be considered as such. A tape recording, preferably 
made in a real situation or in a realistic role play, accurately 
answers the question ''What do I sound like?" 

Finally, each communication style has distinctive verbal 
characteristics. Effective communicators understand that some 
word choices have more power or authority than others; that 
some styles value an arrangement of ideas that is linear, while 
others prefer a more random patterning; that some people value 
supporting material that is empirical (based on observation and 
experiment), while others prefer analogies or testimony from 
authority figures. An analysis of how a person writes may begin 
to ansv/er the question "What do I say?" but it is also helpful 
to listen to audiotapes of meetings, presentations, briefings, and 
telephone conversations. 

Ability to Understand and Value Different Communica- 
tion Styles. Teams are predicated on acceptance; and as the 
business literature reports, teams are more productive, have 
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higher morale, and produce better products than individuals 
or noncohesive groups (Hoerr, Pollock, and Whiteside, 1986; 
Waterman, 1987). Understanding and valuing human differ- 
ences is a basic skill in conflict resolution, leadership, persua- 
sion, and negotiation. Among the training approaches used to 
foster the understanding that leads to appreciation of diversity 
are brainstorming; group problem solving; group analysis of 
case studies, simulations, and role playing; and use of communi- 
cation-style assessment instruments. 

Ability to Adjtist One's Personal Style to the Styles of Others. 
Most people have a backup style, a secondary style that allov^s 
a natural degree of adjustment in communication. Forced style 
adjustments may not be effective or may be overly manipulative 
of other people. But the more a person understands the com- 
munication styles of others, the easier it is to v^ork v^ithin a 
natural range of responses, tailoring them to communicate sin- 
cere feelings and gain desired effects. Adjustments may be non- 
verbal (such as making direct eye contact), vocal (such as 
speaking more slov^ly and softly), or verbal (such as using cer- 
tain words and avoiding others). 

In brief training sessions, employees can learn how to ad- 
just their communication styles. These sessions usually involve 
role playing and may be videotaped. When role-play scenarios 
are realistic, employees tend to learn quickly hov^ to use their 
full style range. Some trainees use a type of theater called trig- 
ger scripting to supplement role playing (Valentine, 1979, 1986). 
Trigger scripting involves "the use of carefully selected scripts 
of literature intended to kindle (or 'trigger^ planned-for responoes 
from specialized audiences" (Valentine, 1979, p. 7). 

What Constitutes Competency in Oral 
Communication? What Constitutes Mastery? 

Nearly any worker can achieve competency in oral com- 
munication by taking training in how to communicate better. 
People whose jobs require that they make a good first impres- 
sion and communicate publicly— broadcasters, ministers, recep- 
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tionists, performing artists, lawyers, .trainers— have a s^:jeciaJ 
incentive for assessing their oral communication strengths and 
weaknesses and jnasterjng ,their commur ition styles. Bank 
.tellers, hair stylists, bar,tenders, librarians, retail, clerks, first- 
line supervisors, manufacturing/engineering/design team mem- 
ber, secretaries, and social workers are among the employees 
who mu^t interact closely with other, people and who need com- 
petency in their owji communication styles and in understand- 
ing and valuing the communication styles of others. Finally, 
workers whose jobs depend on establishing rapport, trust, and 
credibility with other people must learn to master the skill of 
adjusting their communication style to work well with people 
whose styles difi'er from their own. ,Cie3;Iy, this is a skill re- 
quirement for good supervisors and managers. Among others 
who need this skill are lawyers^ physicians, customer service 
representatives, waiters and waitresses, temporary office work- 
ers, repair people, insurance agents, consultants, executive 
secretaries, stock brokers, salespeople, architects, and human 
resource experts. 

Competence and mastery in oral communication are as- 
sessed by the facility with which a person operates in human 
communication interactions. Assessment of competence in oral 
communication is based on observation of demonstrated behav- 
ior, For example, from an employer's perspective, an employee's 
competency in or mastery of oral communication skills may be 
demonstrated by ability to handle complaints satisfactorily. 

What Are Examples of Successful Workplace 
Training Programs in Oral Communication? 

Outstanding training and development work in oral com- 
munication skills is being done by large and small firms through- 
out the country. Xerox is among the companies that have 
benefited from taking employee training in teamwork and com- 
munication skills seriously (Samuelson, 1988). It and other com- 
panies like Digital Corporation and IBM have large, sophisti- 
cated training delivery systems. In other companies, training 
staffers such as those in Gannett Corporation's training depart- 
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ment and Greyhound's department of career and management 
development act as brokers for other organizational units by 
providing them with names of consultants, training materials, 
staff assistance in assessment and program design, assistance 
in seminar registration, and advice. 

Successful training in oral communication skills is ex- 
emplified by programs in organizations of notably different size, 
which are described below. 

Valley National Bank, Headquartered in Phoenix, Valley 
National Bank (VNB) is Arizona's largest bank. VNB has assets 
of more than $li billion and has over 7,000 employees in more 
than 200 branches in Arizona with other services throughout 
the Southwest. Its training staff arranges for the deliveiy of more 
than 200 courses, about one-third of which are recycled every 
six months. With courses ranging from basic teller training to 
executive development, the current training program's design 
was developed in the mid-1980s in response to a philosophy 
called managing performance. This philosophy calls for ongoing 
employee development rather than limiting development discus^ 
sions to performance evaluation reviews. 

VNB's leaders developed this philosophy as a part of a 
major shift in the bank's strategic plan. Individual employees 
and their managers now use achievement plans to set employee 
development goals. Achievement plans are constructed for each 
employee for a six- to twelve-month period and address four 
major development areas, professional, personal, management, 
and executive. The achievement plan does not specify the num- 
ber of days an employee will spend in training, and both the 
employee and the supervisor must sign the plan. 

VNB's training and development department is a cen- 
tralized operation that receives its funding from top manage- 
ment. Specific technical training related to branch operations, 
sales, and computer applications is managed by the line organi- 
zations in consultation with the corporate training and develop- 
ment staff. Historically, VNB's senior management has taken 
personal interest in the training unit, with each succeeding CEO 
working with the vice president of training and development 
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to ensure ample staffing and resources for the department. To 
help ensure that its training courses are needs-driven, VNB's 
training and development department conducts ongoing assess- 
ment of course offerings, trainers, vendors, and consultants. 
VNB^ s vice president/manager of training and development says 
the department can offer as much or as little training as the line 
requires. 

The training department publishes an annual Training 
Resources Directory along with an Employee Development Planner to 
inform employees the educational opportunities and in-house 
courses available to them. The directory describes each course, 
its goals and objectives, and its eligibility requirements. The 
planner communicates the training schedule and the available 
curricula (that is, management, supervisory, administrative sup- 
port, and job effectiveness). More than half the courses are 
available to all employees -not just managers — and thousands 
of employees receive training each year. VNB refers to its shared 
development in which both employer and employee play roles. 
Because VNB encourages and supports ongoing employee edu- 
cation, it makes courses available in the evening and on week- 
ends, as well as during the regular workday. 

Training is provided through in-house trainers, external 
consultants (sole practitioners and companies), associations (such 
as the American Institute of Banking), local colleges and univer- 
sities (such as Phoenix College and the Arizona State University 
Center for Executive Development), and vendors of interactive 
videos, computer programs, and workbooks (such as those for 
Xerox's Professional Selling Skills course). Much of the train- 
ing of nonexempt employees is conducted by other nonexempt 
e^^ployees who have completed "train the trainer" courses. Oral 
communication skills constitute a significant portion of this type 
of training. 

According to VNB's vice president for training, communi- 
cation training is viewed as "a core competency" in and of itself. 
It is embedded in most of the courses, usually by specific men- 
tion. Banking is an interpersonal business, and even technical 
jobs require communication skills. A review of the course de- 
scriptions in the 1987 Training Resources Directory bears out this 
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claim; for more than half the courses, "communication" is men- 
tioned in either the course title, description, or objectives. For 
example, each of these courses pays attention to nonverbal com- 
munication, use of language, and listening skills: 

Negotiating Skills 

Face-to-Face Selling Skills 

Verbal and Nonverbal Communication Skills 

Conflict Resolution 

Problem Solving and Decision Making 
Communication Skills for Managers 
Moving Up to Supervision 
Functioning as a Team Member 

A representative of popular courses is Communication 
Skills for Managers, now in its seventh year and third revision. 
This one-day course taught by an external consultant enrolls 
twenty-five to thirty participants who have completed a prereq- 
uisite course in management skills. The course has three parts. 
Part Previews the communication process and the power of body 
language, vocal characteristics, and language choices in the cre- 
ation of first impressions. In Part II, participants complete a 
communication-style assessment instrument and work through 
a series of exercises that profile each style and provide strategies 
for adjusting style to the requirements of different situations. 
Part III deals with persuasion. Participants select among timely 
topics (such as automatic teller machines or checking account 
charges) and work in teams to draw up an influence strategy for 
changing the attitudes or behaviors of a target audience. 

Once a year, an employee meets with his or her super- 
visor to select appropriate training course(s) for the employee. 
To help ensure appropriate departmental planning, each super- 
visor for his or her function fills out a development planner 
(learning contract) that becomes a working departmental plan 
for development and course attendance and completion. As long 
as a course is preappioved as part of an employee's yearly achieve- 
ment plan, any tuition is paid by the bank directly or through 
employee reimbursement. Because employees' participation in 
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these courses is voluntary (although, admittedly, with consider- 
able persuasion from supervisors), VNB schedules most courses 
during employees' work hours, although recently there has been 
some movement toward weekend and evenmg programs. 

Evaluation is ongoing, with each course's specific evalua- 
tion instrument designed in concert with the manageis who re- 
quested the course. In most cases, a two-part evaluation form 
is used: one section uses a quantitative rating syr.tem, and fhe 
second asks participants to respond to a series of open-ended 
questions (Elizabeth Scharfman, telephone interview, February 
1988). 

Harris Design Group, A small Washington, D.C., ar- 
chitectural firm, Harris Design Group put a communication 
consultant under contract to provide training in presentation 
skills, interpersonal communication, and related personnel 
matters. 

Founder and president Robert Harris decided his small 
firm could compete more effectively if support-level staffers and 
professionals were tiamed in listening skills, communication 
styles, and conflict resolution. After Harris read and was favor- 
ably impressed by a local communication consultant's book, he 
asked her to design a training program for his staff. 

Together, Harris and the consultant created a one-year 
actbn plan with specific goals and objectives. The consultant 
then met individually with every member of the twenty-person 
firm and used information from those confidential Interviews 
to shape the design of bimonthly, half-day courses. The program 
design used videotaping, communication-style instruments, role 
playing, and small-group problem solving extensively. 

Throughout the program, the consultant met weekly with 
Harris and his three-person executive team to assess results, 
monitor personnel problems, and design specific une-on-one in- 
terventions as required. Harris relied on the consultant as a 
sounding board, and often consulted her before meeting clients 
or visiting construction sites. According to Harris, the program 
was the best per dollar investment he ever made. Firm members 
still use information they learned about communication styles 
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and remind one another about it whenever listening problems 
crop up (Robert Harris, personal interview, March 1988). 

Tucson Fire Department. Many city and county govern- 
ments have training departments. Increasingly, these are staffed 
by professionals with backgrounds in organizational develop- 
ment or training. Large departments often have their own train- 
ing officer(s). One innovative public-sector training program 
is for fire fighters in the city of Tucson, Arizona. In 1982, under 
the leadership of its fire chief, the department began a major 
overhaul of its training program for first-line fire fighters and 
their supervisors anJ battalion chiefs. Courses now include com- 
munication skills, conflict resolution, community relations, and 
supervisory skills. A variety of trainers— including faculty mem- 
bers from the Department of Communication at the University 
of Arizona and local cind other consultants— provide programs 
tailored to fire fighters. Financial support comes from the city 
manager's office and the fire department's own budget. Even 
in the face of current budget-cutting measures. Chief Richard 
Moreno insists that all new officers receive communication skills 
training. 

His insistence on communication training is part of a 
trend: More training in communication skills is being provided 
as the sources of organizational return on investment (ROI) are 
better documented. In a tight labor market, employers are com- 
ing to realize that their employees are not expendable but are 
resources that need to be developed. Communication training 
helps organizations achieve the goal of having articulate workers 
who are motivated and equipped to serve customers and to par- 
ticipate fully in organizational life (Richard Moreno, telephone 
interview, April 1988). 

What Should Be Included in a Generic 
Workplace Oral Communication Curriculum? 

Exhibit 6 lists items to consider in designing an oral com- 
munication curriculum. 
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What arc the objectives of this training? 

-To make participants aware of the importance of oral communication m 

their cver>'day work life 
-To improve participants' on-the-job oral communication skills 
-To teach techniques for ongoing individual self-development of oral 

communication skills 
-To increase participants' value to the organization by helping t!iem to do 

their job better 

Skill One: Know Your Otvn Style of Communication 

How can you not communicate? 
'Facts about amount of time spent communicating 
-Why it is imponant to make good first impressions 
-Explanation of how first impressions are formed ; he first two to four 
minutes of a communication exchange 
-Three key questions effective communicators ask and answer 
-What do you look like?— Nonverbal Communication 
-Discussion of body language and appearance and the fact that these 
nonverbals constitute 55 percent of the meaning of the message, im- 
portance of culture, gender, authority/status 

-Practical exercise that highlights importance of nonverbals (for exam- 
ple, participants may check out personal space or whether they like to 
be touched) 

-What do you soujtd like?— Vocal Communication 

-Discussion of voice characteristics such as rate, pitch, and loudness, 
how the voice contributes 38 percent of the meaning in face-to-face in- 
teractions and 70-90 percent when one is on the phone 

-Practical exercist that demonstrates how rate or loudness can energize 
or calm people down (if group is small, get brief sample of voice on 
tape recorder) 
-What do you sqyf—Vcrhal Communication 

-While language is worth only 7 percent in first few moments, it will be 
vsrorth more if and when the receiver gets past the nonverual and vocai 
to choice of words, arrangement of and support for ideas. 

-Some word choices are more powerful than others. 

-Consistency between what is said and how it is said is important, if 
there is a discrepancy, people believe the how. 

Arc you what you value? Assessing Your Style of Communication 
-Option A. Distribute a self-assessment instrument (SAI) that "measures" 

each participant's style of communication. Score SATs with the group so 

that each participant knows his or her dominan.. and backup styles. 
-Option B. Videotape some participants (or all, if the group is small) in a 

brief role playing situation where they respond to a typical job- related 

situation. 
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What kind of action styles do you use to communicate? 
-Profiles of four styles of communication 

-Describe each style briefly, or show video if Option B is used. 

-Have group draw up nonverbal, vocal, and verbal characteristics for 
each style. 

-Have participants discuss the kind of physical environment each style 
prefers (for example, pictures of family, tidy desk, lots of light). 
-Brainstorming session on the strengths and weaknesses of each style on the 
job 

-Tips on improving body language and/or voice 
-Practical exercise using audio or video 

-Focus on one change participants think should be made la their voice 

or body language. 
-Give some or all participants one to two minutes before a camera or 

microphone to try out new behaviors. 
-Replay tape and reinforce results, make suggestions for further change. 
Consider having a brief critique sheet available for participants to fill 
out. 

-Activity plan to improve participants' oral communication skills 

Skills Tzvo and Three: Understand and Adjust 
to Other Styles of Communication 

How can you not communicate? Power of Communication 
-Facts about interpersonal communication and success in the workplace 
'First impression, best impression. How impressions arc formed and why 
they are important 
-Three key questions effective communicators ask and answer 
-What do you look like?— Nonverbal Communication 
-What do you sound like?— Vocal Communication 
-What do you ioy?- Verbal Communication 
-Brief synopsis of each *>f these three channels of communication, noting 
importance of culture, gender, power, physical response, and where mtcrac- 
tions take place 
-Self-assessment instrument 

Are you what you value? Assessing Your Style of Communication 
-Scoring of sc!f*assessment instrument 

-Profile of four styles of communication— brief overview of each style 

How do you value others? Understanding Other Styles of Communication 
-Problem -solving exercise (those with each style meet in a small group to 
draw up a profile of what they look like, sound like, and say and their en- 
vironmental preferences - for example, messy desk, plants and pictures, 
chair for guests) 
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-Debriefing (each style reports out its profile) 

-Discussion period (may include contributions and weaknesses of each 
style in :hc workplace) 

What happens when styles collide? Adjusting Your St>le to the Communica- 
tion Styles of Others 
-Small group exercise 
-Assign each group a style unlike its own. 

-Have each group draw up a plan of action to adjust its style to the one 
assigned (some adjustments might be nonverbal, others vocal, and still 
others verbal). 

♦Have each group also note what "bugs" its members about the assigned 
style. 

♦Have each group report out its plan and the participants representing that 
style react to the "adjustments." 
-Tips on expanding your range of styles and usinj backup style(s) 

What action styles do you use to communicate? 

-Case study (assign participants to groups composed of representatives of 
the four styles, give each a brief case study, groups must first discuss solu- 
tion from point of view of each ^ f the four styles, then pick best style or 
combination of styles) 

-Role playing (using case study as scenario, either in ^mall groups or before 
entire group) w5th focis on making adjustments in >our own style (this can 
be videotaped) 

-Discussion (replay video or rework role-playing scenes) 

SouTu: Adapted from Elsea, 1988a. 
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The reason we have two cars but one mouth is so wc might 
listen more and talk less. 

Zeno of Citium, 2 b.c. 



What Is Listening? 

The word lisien derives from two Anglo-Saxon words: 
hlysian, which means "hearing," and hlosiarij which means "to 
wait in suspense." Listening, then, as communication authority 
Robert Bolton (1979, p. 32) notes, "is the combination of hear- 
ing what the other person says and a suspenseful waiting, an 
intense, psychological involvement with others." lu more aca- 
demic terms, listening may Le defined as "the process of receiv- 
ing, attending to, and assigning meaning to aural stimuli" 
(Wolvin and Coakley, 1982, p. 53). To this definition, com- 
munication expert Janet Elsea (1988b) adds visual stimuli as 
a consideration equal to aural stimuli in importance. 

What Theories Support Current 
Training in Listening? 

The pioneering work on listening behavior was conducted 
by the University of Minnesota's Ralph Nichols in the 1940s. 
He drew an important distinction — one that subsequent research- 
ers hive agreed with — between hearing and listening. Hearing is 
a complicated prov^ess in which sound waves are received by 
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the ear and transmitted to the brain. Most people hear sounds 
all the time, but only when they attend to a particular sound 
and give it meaning have they listened. 

In addition to aural stimuli, listening involves attention 
to visual stimuli, especially nonverbal cues. For people who are 
hearing impaired, visual cues are crucial to their ability to re- 
spond to messages, just as auditory stimuli are crucial for peo- 
ple who are blind. 

The listening process begins when sound or sight stimuli 
or both have been received and identified as symbols. The sounds 
people utter will differ from culture to culture and language to 
language and even within a given language's dialects. But when 
a speaker utters a sound group (such as a word or sigh) recog- 
nizable to a listener, meaning begins to occur for the listener. 
As the listener's brain begins to recognize the symbols being com- 
municated, it attaches importance to them and searches memory 
for past experiences that help assign meaning to them. The pro- 
cess of assigning meaning involves "analyzing, understanding, 
registering, interpreting, relating to past and future expectan- 
cies, engaging in further mental activity, assimilating, convert- 
ing meaning to mind, receiving, identifying, recognizing, and 
comprehending^ (Wolvin and Coakley, 1982, p. 49). The listen- 
ing process also involves storing information about the stimuli 
and their meaming in long- or short-term memory for later recall. 

Many theorists believe that the listening process ends when 
a listener brings meaning to aural and visual symbols, but other 
theorists argue that the process must include a listener s reac- 
tion or response. The latter theorists assert that "the response stage 
of listening is especially crucial forjudging the success of the 
listening act as a whole" (Watson and Barker, 1984, p. 182). 

Given the transactional nature of the communication pro- 
cess, when listeners respond overd> , they become communication 
senders. For example, if ti^e word come is spoken as a command, 
the listening process Is not concerned with whether or not a 
listener obeys. Tae concern is with whether the listener has "re- 
ceived and attended to the data. The listening process concerns 
only the selecting of such stimulus data in order to 'receive' it and 
the cognitive structuring of it" (Weaver, 1972, p. 6). 
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The listening process's complexity is one reason why, 
without instrpction, most people lack listening skills. Other 
reasons relate to listener, speaker, message, and environmen- 
tal characteristics. 

• Listener characteristics. Among the variables that affect 
people's listening abilities are culture, past experiences, gender, 
age, ego involvement, personal anxieties, fatigue level, atten- 
tion span, intelligence, linguistic aptitude, reading skill, organi- 
zational abilities, extrinsic motivations, level of apprehension, 
and note taking (Nichols, 1948; Parker, 1971). 

• Speaker characteristics. Key variables relating to speakers 
include a speaker's credibility, degree of attractiveness, vocal 
variables (such as rate of speech, loudness, pitch, and tone), 
fluency, facial expressions, and likability (Watson and Barker, 
1984, pp. 184-185). For example, the disparity between a speak- 
er's rate of speech and the speed of a listener's thought processes 
can create problems. Studies have found that for rates of speech 
of 120 to 250 words per minute, listeners have reasonable com- 
prehension. Because the brain processes information three to 
five times faster than most people can talk, however, a speaker 
who talks too slowly or a listener who does not work to stay men- 
tally engaged runs the risk of having the listener's attention lapse. 
There is also a correlation between listening attentiveness and 
the authority a speaker wields. To be blunt, people do not listen 
well to people they consider unattractive, inferior, or not credible. 

• Message chcracteristics. Among the variables that appear 
to increase listeners' comprehension are a speakei's use of clear, 
unambiguous statements, use of the active voice, expression of 
views or viewpoints similar to those of the audience, message 
organization, and the 'iolation or disconfirmation of audience 
expectations (Watson and Barker, 1984, pp. 184-185). 

• Environmental characteristics. Variables in the environment 
such as temperature, seating arrangement, noise level, and room 
ventilation affect listening comprehension (Watson and Barker, 
1984, pp. 184-185). 

How people listen depends on why they listen. Reasons 
for listening include appreciation, information, conversation, 
classification, problem solving, reinforcement, empathy, stimula- 
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tion, evaluation, and comprehension. President William Arnold 
of the International Listening Association boils all of these rea- 
sons down to tv/o: people listen for information or to build rela- 
tionships with others (telephone interview, Februarj- 1988). 

An important new research area seeks to measure how 
people manifest their listening habits in terms of body language, 
voice characteristics, heart rate, and blood pressure. This area's 
findings, which are quantitative rather than based on the anec- 
dotal narratives or rhetorical analyses that have marked the field 
of study for decades, suggest that people's listening styles fall 
along an energy continuum (Lynch, 1985b). 

At one end of the continuum is a quiet, relaxed style of 
listening in which the listener s focus is on something or someone 
other than himself or herself. Termed the orienting response, this 
was first discovered by Pavlov in the early 1900s. This style helps; 
bring down a listener's blood pressure and slows the heartbeat. 
Experimenters at the University of Pennsylvania charted the 
blood pressure of various people during three activities, reading 
aloud, staring at a blank wall, and watching fish swim in a tank. 
Each subject's blood pressure was highest when speaking, but 
lowest when watching the fish rather than when merely staring 
at the wall (Lynch, 1985b). 

Led by the pioneering work of Father James Lynch at 
the University of Maryland Hospital, researchers also discovered 
that interacting with a pet triggered the orienting response. The 
key to a quiet, relaxed style of listening seems to be empathy 
with someone or something other than oneself. The body lan- 
guage of a quiet listener tends to be open and relaxed, with 
minimal facial expressions and movements and just an occa- 
sional nod or leaning in. Vocal responses tend to be brief, en- 
couraging sounds now and then. As our society wrestles with 
high health care costs, the implication that this mode of listen- 
ing is a means for stress reduction that might help people avoid 
strokes and heart attacks is an important avenue to explore. 

At the other end of the energy continuum is a defensive, 
agitated, hypertensive style of listening termed defensivBy judgmen- 
tal, evaluative, or argumentative listening. For hypertensive people, 
says Lynch, "Communication with others is a desperate struggle. 
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Inside their adult bodies is a baby crying, terrified because no 
one can hear it. To protect themselves from the terror, th3y keep 
others at a distance. Their weapon is a defensive way of speak- 
ing and listening. But the strategy backfires ; it just makes their 
blood pressure climb even higher^ (Lynch, 1985b, p. 49). Lynch 
also notes that hypertensive people tend to talk fast and loud, 
interrupting and speaking over others, gesturing emphatically. 
Fortunately, defensive listeners can be taught to breathe slowly 
and regularly, to relax their nonverbal behaviors, and to speak 
more slowly. More important, however, if their physiology is 
to change (for lowered blood pressure, slower heartbeat, and 
healthful endocrinological changes), these people must solve the 
communication problems that prevent them from listening to 
and empathizing with another person; they must learn, as Lynch 
characterizes it, "the language of the heart" (Lynch, 1985b, p. 
^9). 

Two styles of listening fall along the middle of the con- 
tinuum. One is social or conversational listening. According to 
research dating from the 1920s, we spend most of our listening 
time in conversations with other people. So it behooves us to 
polish our listening skills for use in work-related, information- 
sharing conversations and imervicvvs and at social events where 
we meet and converse with strangers, acquaintances, and friends. 
Typically, a social listener's body language is open and friendly, 
eye contact is direct, and there is frequent smiling, nodding, 
and appropriate touching. In this mode, a person makes en- 
couraging, approving sounds. Social listeners act courteous, 
polite, and pleasant, whether they feel like it or not. 

The remaining style is fl^/iz;^ listening, a more comprehen- 
sive approach that involves listening with ears and eyes, taking 
into account not just the words spoken but the way in which 
they are spoken (Elsea, 1986). Active listeners ""people read" by 
looking at other people's nonverbal cues and listening for the 
vocal indicators that, together, reveal the message "between the 
lines." Active listeners capitalize on the speech-thought speed 
difference by using spare thinking time to summarize mentally, 
to listen for main ideas, to draw inferences, or to formulate ques- 
tions. Their listening tracks along with a speaker's communica- 
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tion. They do not jump ahead to prepare a rebuttal or defense 
but withhold judgment and evaluation until an appropriate point 
in the interaction. 

Active listeners give a speaker accurate and ample feed 
back by nodding, displaying appropriate facial expressions, ask- 
ing questions, and rephrasing or paraphrasing the speaker's 
comments. They wait to understand a speaker's point rather 
than reacting to emotional trigger words (in business, for ex- 
ample, the word cost will not deafen an active listener to subse- 
quent information on benefits). Active listeners work to find 
common ground, to identify with a speaker but still remain ob- 
jective. Active listeners try to remove communication barriers 
whether environment2J (such as noise, immoderate temperature, 
an uncomfortable seating arrangement) or interpersonal (such 
as language problems, cultured differences, high stress or fatigue 
levels). 

Effective listeners decide their listening purpose on the 
basis of the situation, occasion, and content of a speaker's mes- 
sage. They then select an appropriate style, usually passive in 
the first few moments, but becoming more dynamic as they ad- 
just the style at various points to mesh in interaction with a 
speaker. Poor listeners, on the other hand, tend to persist in 
using their dominant style of listening, which may be at odds 
with the situation, occasion, or type of message being conveyed. 
For example, a supervisor who feels **too busy" to engage in con- 
versation with employees will have body language and tone of 
voice that give employees a clear message to "get on with im- 
portant matters; I do not have time to listen to your personal 
problems." In fact, those rejected personal messages might pro- 
vide the supervisor with vital information for dealing with "im- 
portant matters." In that sense, they too are important. 



Listening research and educational materials have con- 
centrated on skills for retention and compreh^naon of messages, 
primarily in the classroom. Little has been done in a quan- 



What Are the Essential Elements 
of Training in Listening? 



174 




152 



Workplace Basics 



titative, verifiable fashion to survey the range of skills people 
use in the workplace, much less to measure the extent to which 
each skill is employed, by whom, and under what circumstances. 
In fact, research on listening has been so narrow in its focus 
that, as an article in the Journal of Business Communication points 
out, "little information available can be applied to business set- 
tings. A typical business setting is more likely to be a two-way 
process involving questions and summarization than a lecture, 
which has been the focus of listening research" (Smeltzer and 
Watson, 1985, p. 34). 

Although the attention scholars pay to listening in business 
settings is discouragingly little, evidence suggests that there are 
three basic listening skills relevant for all levels of employees 
in many business settings. 

Adapt the Style of Listening to Fit the Situation and the 
Content of the Message Being Conveyed. Poor listeners lack listen- 
ing flexibility; they tend to respond with their dominant style, 
even if that style is inappropuate or counterproductive. A stereo- 
typical example is an employee who argues with everything he 
hears and often interrupts to offer judgments. Some managers 
fit the stereotype of a person who is so unconcerned, unrespon- 
sive, and nonassertive that employees must go to extreme lengths 
to get managerial attention. 

A fundamental technique of effective listening is the ability 
to select an appropriate style: An eff^ective listener usually is 
passive in at least the first few moments while assessing the situa- 
tion; then he or she settles on a style to meet the situation and 
responds accordingly. As the listener gains information about 
the speaker, his or her expectations, and the context of the com- 
munication, the listener adjusts the listening style to accom- 
modate the speaker's needs. Sometimes this means continuing 
the original style choice throughout the interaction; at other 
times, subtle changes in body language, vocal characteristics, 
verbal response, or energy level are required. For examnle, a 
customer service representative may need to listen with quiet 
empathy to an irate customer— in effect, giving the customer 
permission to vent negative feelings. After hearing out the cus- 
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tomer's complaints, the service representative probably will shift 
to a more active problem-solving demeanor. 

People who apply this skill are better communicators and, 
as discussed earlier, are probably less stressed. They will be more 
adept at a range of activities from customer service to sales, from 
supervision of others to performance evaluation, from teamwork 
to conflict resolution. 

In First Impression, Best Impression, communication expert 
Janet Elsea (1986, p. 1 12) recommends these adjustment strat- 
egies for expanding listening styles: 

• Separate the person from the words, and react to ideas, not 
to the person. 

• Find a reason to listen; for example, if the listener is not 
interested in what the speaker is saying, the listener should, 
if necessary, create a reason to listen. For instance, a listener 
may listen simply because a speaker needs to be listened to. 

• Resist being judgmental; even if something in the speaker^s 
content, delivery, or appearance tempts a listener to evaluate 
the speaker negatively, a good listener withholds judgment. 
By doing so. the listener may learn something of value and 
at the same time helps the other person successfully com- 
municate his or her full message. 

• Do not react to a speaker^s emotionally loaded language or 
inflammatory' delivery style. Reacting to such language and 
style only arouses a listener's anger, lowering his or her ability 
to process accurately what there is to see and hear. 

Reduce Barriers or Interference That May Impede the Com- 
munication Process. Some barriers tc listening are environmental 
(poor seating arrangement, immoderate room temperature, high 
noise level, lack of privacy, interruptions). Others are interper- 
sonal (cultural diflferences, language problems, high stress levels, 
diflferences in attitudes and expectations, nonverbal or verbal 
idiosyncrasies). Effective listeners use several techniques to 
reduce such barriers. 

One technique is to heed the physical envhonment. For 
instance, effective listeners may make certain that there is ade- 
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quate ventilation and light (because without them people's at- 
tention spans will be reduced), a comfortable temperature, and 
a seating pattern that meets the goals of the interaction (studies 
show that the closer people sit to one another, the more they 
tend to listen). Another technique is to concentrate one's men- 
tal and physical energies. After shutting out distractions, perhaps 
by closing the door, forwarding telephone calls, or going to a 
more private place, an effective listener works to resist the dis- 
tractions of remaining stimuli not related to the communica- 
tion. A third technique is to find common ground with the 
speaker. A listener should try to identify with the speaker but 
maintain objectivity. A fourth technique is to reduce one's stress 
or anxiety. There is a direct, inverse correlation between a 
listener's level of stress or anxiety and his or her ability to at- 
tend to, respond to, and retain a message (Elsea, 1986; Barker, 
1971). 

Listen Actively, Active listening is the style most often used 
on the job. As discussed in the section on theory, active listeners 
employ their ears and eyes as they attend to changes in a speaker^s 
voice and body language. Besides watching a speaker^s face, they 
watch the rest of the body because most speakers are spontaneous 
in their communication from the neck down. Tension, anxiety, 
deception, interest, relaxation, or confidence may be seen in 
a speaker's gestures, posture, use of space, movements, and 
touching behaviors (Ekman, 1985). Active listeners also give 
a speaker accurate and timely feedback — sometimes nonverbal, 
sometimes verbal, often a combination. 

What Constitutes Competency in 
Listening? What Constitutes Mastery? 

Until recently, research in testing listening skill has focused 
on listening comprehension, with much research centered on 
the Brown-Carlsen and STEP tests, two of the oldest and best 
known. The Brown-Carlsen Listening Comprehension Test, 
developed in 1955 by J. L Brown and G. R. Carlsen, was de- 
signed for testing students in grades nine through twelve. It in- 
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eludes a series of items divided in relation to subtasks used in 
the comprehension of the spoken word — subtasks such as im- 
mediate recall, following directions, recognizing transitions, 
recognizing meaning, and lecture comprehension. 

In the 1950s, other theorists devised te:,ts that added vari- 
ables such as reflective and receptive listening skills and factors 
ranging from listening to music for main ideas to traditional 
lecture retention and comprehension. The Educational Testing 
Service's Sequential Test of Educational Progress: Listening Test 
(STEP), first introduced in 1957, is still on the market. However, 
Brown-Carlsen and STEP may not measure listening ability but 
intelligence, according to some experts. Moreover, key business 
skills related to listening effectiveness — such as asking questions, 
taking notes, and summarizing information — are not measured 
by these traditional tests. 

In the 1960s, several tests focused on children's listening 
comprehension were marketed, including the Orr-Graham Lis- 
teningTest, the Assessment of Children's Language Comprehen- 
sion (AC LA), and the Education Development Laboratories' 
Listen and Think modules. By the early 1970s, researchers began 
to modify existing instruments and create new ones in response 
to the "criticisms about test construction and administration pro- 
cedures" (Watson and Barker, 1984, p. 181). One such instru- 
ment, designed in 1972 by the New Zealand Council for Educa- 
tional Research, was called the Progressive Achievement Tests 
of Listening Comprehension (PAT). Te^ ts to examine the inter- 
personal factors of listening as well as lecture retention were also 
introduced. The Jones-Mohr Listening Test, for example, mea- 
sures the effects of nonverbal cues on listening comprehension. 

The Watson-Barker Listening Test (WBLT) was the first 
test of any statistical significance that was designed specifically 
for adults in business settings. In its original 1983 version, this 
test's instructions, content, material, and test questions were on 
audiotape, but the test's authors have since added a videotape 
(Watson and Barker, 1987). The WBLT focuses on business- 
related topics and uses speakers with different regional acceiits. 
Fifty items measure five interpersonal skills, interpretive short- 
term listening, interpretive dialogue short-term listening, short- 
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term lecture listening, , interpretive-emotional-connotative mean- 
ing short-terni listening, and short- and long-term instruction- 
following listening (Watson and Barker, 1987). 

The 1980s also brought a number of conimercial programs 
that claim to measure listeners' attitudes and styles and tp im- 
prove employees' listening skills. Among the most visible on the 
market are Performax's Attitudinal Listening Profile System, 
Teles tar^s Successful Listening, and Unisys Corporation's CAUSE 
for Listening. 

The problem with listening tests is that they may not be 
measuring what they claim. As Watson and Barker (1984, p. 
187) found in their extensive review of listening behavior, pub- 
lished in Communiccdion Yearbook 8, "Most listening tests currently 
on the market have been criticized by communication scholars 
and educators. Critics have questioned the tests' validity, the 
relations among types of listening required, generalizability to 
the real world, norming procedures, passage lengths, and meth- 
ods of administration." Watson and Barker (1984, p. 189) also 
note that listening is a complex process, not a single skill, and 
"therefore, listening tests must be identified and/or constructed 
to meet the complexities and challenges of such a construct." 

This is not to say that people cannot learn a great deal 
about themselves as listeners from the tests currently available, 
from videotape ^ .xercises, or even from feedback from a trusted 
person. But until more evidence is compiled on adult listeners 
in actual -vork-related settings, "let the buyer beware" of tests' 
claims of precise measurement of listening skills. 

Ford and Xerox are examples of corporations that have 
had success as a result of emphasizing listening skills mastery. 
A fev/ years ago, both had economic problems and poor public 
images. Their comebacks have been, in the words of Washington 
Post economic columnist Robert J. Samuelson (1988, p. Bl), 
"spectacular . . . their quality is higher, their costs have been 
trimmed." 

Both companies drew heavily on Japanese methods. Xerox 
practices competitive benchmarking, that is, it evaluates the best 
f^ atures of the competition's products and services, then trie§ 
to ex'^eed them. A basic tactic of this strategy is training employr 
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ees to "listen" to customers by sending out 50,000 questionnaires 
monthly, asking customers to rate equipment reliability, ser- 
vice responsiveness, and copy quality. According to Samuelson 
(1988, p. B4) the results are Impressive: In the past three years, 
customer service ratings have improved by a third. Since 1982, 
average manufacturing costs per unit have dropped 20 percent. 
The average period for developing a new product has decreased 
by as much as 60 percent. 

At Ford, labor and management work closely together. 
For example, design and production engineers work in teams 
and have been able to reduce defects. Car designers work with 
the goal of ease of manufacturing in mind. The number of parts 
suppliers has been reduced, which makes components more 
reliable. In short, "the company listens to workers' suggestions 
for quality improvement" (Samuelson, 1988, p. B4). 

On a smaller scale, Arizona Public Service — that state's 
largest public utility company — offers a course entitled Effec- 
tive Listening Skills for all performance review employees. The 
manager for corporate employee development, Charles Richards, 
states that the company believes that "employees who take this 
course make better team players. . . . They are not so inclined 
to be Lone Rangers or heroes or fire fighters, but to be devel- 
opers and inspirers of others" (personal interview, February 
1988). 

What Are Examples of Successful 
Workplace Training Programs in Listening? 

Unisys Corporation (Formerly Sperry Corporation, Now 
Merged with Burroughs). Throughout the 1980s, the role modci 
for in-house listening programs was the one instituted by the 
Sperry Corporation's management development program depart- 
ment in the late 1970s. By early 1983, Sperry had trained more 
than 10,000 of its employees and customers. Its program focuses 
on awareness rather than skill building, although several effec- 
tive listening techniques are explained. 

When Sperry merged with Burroughs in 1986 to become 
Unisys, it phased out its company-widt listening skills program 
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in order to concentrate resources on other, more immediately 
critical factors affecting the merger. Course content was put ii^to 
a videotape called CAUSE for Listening, which currently is sold 
throughout the company and to the general public. The title's 
acronym "CAUSE" stands for five listening skills: Aoose to listen, 
^zttend to the speaker, understand the speaker's point of view, 
jift through what is listened to, and express understanding by 
paraphrasing or summarizing what the speaker has said and 
reflecting meaning to that person. 

At Unisys, individual divisions or departments now have 
responsibility for deciding whether to provide listening train- 
ing; those that do base their programs on the CAUSE model. 
For example, Unisys's defense systems division conducts regular 
courses in communication skills for its 32,000 employees. In 
1987, the management and organizational development unit of 
the human resource development department initiated this pro- 
gram on a charge-back basis for user departments. 

Two courses are offered at Unisys's Valley Forge (Penn- 
sylvania) Training Center: A half-day seminar using the CAUSE 
videotape and training materials is open to first-level supervisors 
and all hourly wage employees; and a full-day course is open 
to managers. Two in-house trainers teach each course every 
second week, with a typical enrollment of twenty participants. 
According to the manager of management and organizational 
development for defense systems, these core courses are more 
skill-based than awareness-focused ones. A month after par- 
ticipants complete a course, they are sent a checklist of effec- 
tive listening behaviors and asked to indicate their progress. Two 
months later, trainers call each participant to talk about the 
course's impact on his or he. job (Paula Kirby, telephone inter- 
views. May and June 1988). 

Fo"d Motor Company. One of the most comprehensive 
and best-documented training programs is that of Ford Motor 
Company. One of its major training resources is the manage- 
ment and technical training department at its North American 
Human Resources Development (HRD) v-enter in Dearborn, 
Michigan. 
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After Ford sustained major losses in 1979, 1980, and 1981 , 
its management decided to focus on improving product quality. 
Ford determined that this strategic focus would require changes 
in how people were managed and how they participated on the 
job. In 1983, despite company losses of billions of dollars. Ford 
quadrupled its training budget and created the Dearborn HRD 
Center. 

Ford's strategic plan for the upcoming five years was based 
on team building and featured listening as a key to effective tccim 
interaction. The tccimwork training involved all levels of workers 
from United Auto Workers line workers to supervisors and plant 
managers. One of the management specialists from the manage- 
ment and technical training department stated, "Communica- 
tion skills are deeply intertwined in our team training because 
if the culture is to change, people need to know how to under- 
stand each other, communicate their own thoughts and beliefs, 
and listen to what others have to say" (Richard Donakowski, 
telephone interview, June 1988). 

Training is decentralized at Ford: Each division has its 
own training function, as does each plant. The Dearborn HRD 
Center is called on to provide a great deal of the training for 
employees at all levels. The center's staff frequently tailors courses 
to a specific divisions or plant's request, often training individ- 
uals who come to the center. Each plant, department, and divi- 
sion receives a semiannual catalogue that describes courses 
available at the center. Within a ten-week period, employees 
or their supervisors submit training requests; then the center 
staff* allocates space on the basis of those requests. Current de- 
mand is so great that some courses can meet only 65 to 70 per- 
cent of the requests. Depending on the situation, the center staff* 
handles overflow requests either by creating a second section 
of a course or by putting some requesters on a waiting Jist for 
the next course running. 

Special requests (for example, from line workers v/ho want 
help in improving their listening skills) are considered, and the 
center's staff* and/or consultants ma> go to plants and divisions 
to provide on-site training. The m?inagpment training area 
employs sixteen full-time specialists who ^vork not as trainers 
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but as supervisors. Their work is supplemented by that of train- 
ing professionals who must be certified as being knowledgeable 
about Ford's corporate culture. All courses must be customized 
to meet Ford-specific needs because the intention is to provide 
training directly related to skill building for Ford employees' 
use on the job. 

A recent Ford catalogue lists and describes four courses 
that deal specifically with listening skills and are open to man- 
agers, supervisors, or nonsupervisory workers. The Managing 
Conflict Workshop is a three-day workshop whose objectives 
include the "practice [of] listening skills in conflict situations . . . 
through discussion, problem-solving exercises, and video role 
playing." The workshop is run fifty times a year, and enroll- 
ment is limited to thirty people per running. 

The Effective Listening Seminar is a one-day seminar 
focusing on "the four purposes of communication and the four 
stages of listening. P**. xipants are provided with listening his- 
tory, self-assessment opportunities, and the key to effective listen- 
ing. Various individual and group exercises are employed to 
increase awareness and build listening skills." Course objectives 
for participants include becoming knowledgeable about the 
nature and importance of listening, becoming aware of personal 
listening strengths, weaknesses, habits, and needs, and developing 
sk'lls and techniques that will improve listening effectiveness. 
According to the contracting services and program administrator 
for the Ford courses, this seminar was developed in 1985 as a 
direct result of requests from both Ford's worldwide headquarters 
and from the Employee In\olvement and Participative Manage- 
ment (EIPM) program. The seminar is so popular th in 1987, 
it was offered ninety times at the Dearborn HRD Center, and 
it was also offered at several other sites. 

The one-day version of the Interpersonal Skills Workshop 
provides participants "an oppoitunity to practice and improve 
such skills as effective listening, dealing with anger, providing 
and receiving feedback, and learning the benefits of assertive 
langucig'* " The expanded (two-day) version of the Interpersonal 
Skills Workshop uses team-criented case studies and role play- 
ing to develop participants* skills in assertive and active listen- 
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ihg. The center schedules this two-day course more than oeventy 
times each year and also presents it several times by special 
request. 

In courses, participants receive an evaluation form based 
oh "the sniile factor." The entire system by which Ford evali ites 
training is in the process of being changed. At the mor ent, 
however, training follow-up is handled much the same as at 
tJnisys. Rosters are pulled six to eight weeks after a course, and 
six to eight randomly chosen participants are called and asked 
how they are using the skills, what skills and techniques help 
them on the job, and what course changes they would recomn*end. 

Participants are not given special credit for attending most 
courses. If a course has certified a participant for a special job 
classification, however, a plant or division official notes this on 
a form. Each employee is allotted $1,500 for attending profes- 
sional development courses, whether on-site, at local colleges, 
at professional seminars, or through the development centers. 

Ford's commitment to training has led employees to refer 
to it as "a different company," one that rewardo quality, ap- 
propriate risk taking, entrepreneurial spirit, and teamwork (Ron 
Smith and Richard Donakowski, telephone interviews. May and 
June 1988). 

Whac Should Be Included ir. a Generic 
Workplace Listening Curriculum? 

Exhibit 7 lists items to consider in designing a listening 
curriculum. 

Exhibit 7. Workshop: How to Combat 
"the Disease of Not Listening." 



What are the objectives of this training? 

-To make participants aware of the importance of listening in their everyday 
work life 

-To improve participants' listening skills as they directly relate to partici- 
pants* jobs 

-To teach participants techniques for ongoing individuail self-development 
of listefrlng skills 
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-To incre^iSe participants' valu^^ to the organiza.ion by helping them to Qo 
their job better 

Was what you heard really what the speaker meant? Facts About Listening 



-Discussion about human beings as listeners 

-Discussion of the listening process, percentage of time spent in listening 
activities, listening versus hearing, factors that affect listening, and so on 

-Videotaping of participants, replaying of video, and discussion of what 
participants see in themselves as listeners 

How do you know which of the four styles of listenlr ^ (relaxed listening, 
social listening, active listening, defensive ILicning) is your most dominant? 
-Presentation of the continuum of the four styles of listening 
-Group pioblem-solving exercise (for exa.nple, trainer divides participants 
into four groups and assigns one style to each, groups must draw up a pro- 
file of their assigned style --body language cues, vocal indicators, and 
typical verbal responses — and be prepared to demonstrate that stylej 
-Debriefing and demonstration of each style and discussion as to when each 
is appropriate and when inappropriate 

What are the barriers to effective listening, and do you remove/reduce 
them? 

-Discussion of render barriers, listener barriers, and environmental barriers 
-Group biainstorming session followed b> problem solving exercise (trainer 
divides participants into at least three groups, reviews rules of brainstorm- 
ing, assigns time frame for each phase, tells each group to select one or 
two key barriers from list and draw up a plan of action for remov- 
ing/reducing those barriers) 

What are strategies for better listening? 

- resentation of four basic strategies for improving hstening skills. (1) learn 
to wHipathize and read peopiv, (2) be flexible in your styles of Hstenin«^, (3) 
pay closer heed to the environment, and (4) get feedback about your listen- 
ing pattern/tendencies from people whose opinion you value 
-Practical exercise to increase skills (video, if possible) 
-Replay of video and/or discussion of how to measure improvement 

How does listening improve or weaken your health? 
-Discussion of medical findings regarding listening styles 
-Formulation of a plan of action for improving an mdividuals Ilotcnmg skills 
and/or those of the team or unit 



Source: Adapted from Elsea, 1988b. 
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Adaptability Skills: 
Solving Problems and 
Thinking Creatively 



Life offers countless challenges an. ' opportunities. To meet those 
challenges and turn those opportunities to advantage— whether 
at work or in our personal lives— we need to be able to adapt 
to each situation by using such skills as problem solving and 
creative thinking. 

Some problems, great and small, recur and are subject 
to solution through a standard formula or procedure imposed 
on changing information that falls into familiar and regularized 
categories. In such instances, problem solving consists mainly 
of identifying which standard formula or procedure applies. But 
even when this approach results in a solution, one should con- 
sider the possibility that a variation on the standard could pro- 
vide a better solution. Moreover, a problem may include new, 
possibly unique aspects that demand modification or outright 
abandonment of the standard approach before a solution can 
be achieved. In such circumstances, problem solving^s first cousin, 
creative thinking, comes into play. 

Today American business is increasingly placing a pre- 
mium on finding the individual who is both a problem solver and 
a creative thinker. As decision making is moved closer to the 
point of actual production or service delivery, a company's very 
competitive position may hinge on its workers' ability to over- 
come barriers quickly. Certainly, it is easier to control costs and 
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decrease error rates when a work force feels equipped and em- 
powered to solve problems ab they arise. Moreover, competitive 
advantage is frequently tied to a compan/s capacity to innovate 
quickly. And that capacity rests, in large part, on the skills that 
employees have to free themselves from linear thinking in order 
to make the creative leap. 

Recent investigations have demonstrated the feasibility 
of enhancing a person s creative behaviors through a systematic 
training program based on reinforcement, instruction, and prac- 
tice. A 1980 study conducted by John A. Glover of the Univer- 
sity of Nebraska seemed to demonstrate that an increase in 
creative thinkin^j capabilities can enhance real-life problem- 
solving efforts as well as a transfer of creative behavior to every- 
day life (Glover, 1981). 
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Nothing is more interesting for humans than human 
activity— and the most characteristically human activity is 
solving problems, thinking for a purpose, devising means to 
some desired end. 

George Polya 

How io Solve It, 1973 

What Is Problem Solving? 

Problem solving is the process of bridging a perceived gap 
between what is and what ought to be. Problem solving involves 
systematic processes used to guide both individual and group 
efforts. It divides naturally into three sequential stages: problem 
identification, problem lalysis, and problem resolution. 

Everyone, whether alone or as a member of a group, ex- 
periences problems at one time or another. A person realizes 
that a problem exists when he or she feels frustration, anger, 
fright, or anjciety about a situation. In the workplace, problems 
within groups are evident when output or productivity is not 
what it should be, when communication and cooperation seem 
to be lacking, or when conflict appears to be out of control. 

There are three general ingredients of successful problem 
solving: skill in individual problem solving, skill in group prob- 
lem solving, and prc*ctical ability in combining individual and 
group skills. 

Problem-solving techniques are based on a variety of 
theoretical propositions that explain how individuals and groups 
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prcxess information in the identification, analysis, and solution 
of problems. Training techniques for improving individual prob- 
lem-solving capabilities usually involve (1) building a person's 
awareness of his or her own problem-solving style, (k) develop- 
ing a person's awareness of the effect that individual style has 
on other people, and (3) applying techniques tailored to indi- 
vidual styles and capacities for improved problem-solving ability. 

Models for improving group problem-solving capabilities 
are founded on individual skill-building techniques. However, 
such models also address the need to create group appreciation 
for the individual problem-solving styles of others, examine 
group processes that inhibit problem solving, and encourage 
group acceptance and use of diverse problem-solving styles. 

What Theories Support Current 
Training in Problem Solving? 

Effective problem-solving theories deal with two funda- 
mental categories of mental functioning, analytical thinking and 
intuitive thinking. 

The separation of thinking into these categories is a classic 
distinction. The notion of opposing but complementary men- 
tal capacities is deeply rooted in Western philosophy, religion, 
and science. Greek mythology expresses a strongly held belief 
in the duality of human nature as s>mbuli2sd by the rationalism 
of the Greek god Apollo and the amoral, intuitive, and irra- 
tion?' powers of the god Dionysius. 

The concept of duality in the human spirit is also promi- 
nent in the wiliingS uf early Eas>iern philosophers. The earliest 
recoi. documentation of this concept is the Chinese LChing, 
or Book of Changes, which is attributed to Confucius and his 
disciples and dates back to approxin^rtoly 500 b.c. The wisdom 
of the I'Ching relates to the interplay between two fundamental 
human capacities represented by the rational ^a/T^ and the in- 
tuitive yin. 

This distinction between the rational and the intuitive 
engendered creative tension in the development of Wectern 
philosophy and political thought. One stream of thinkers has 



Resourcefulness 



167 



emphasized the intuitive over the rational. Jean Jacques Rous- 
seau's celebration of the state of natur., Nietzsche's superman, and 
Tolstoy's adulation of the common folk are all examples of plac- 
ii ligher value on the intuitive side of human nature. The com- 
plementary but opposing view can be found among the works 
of prominent thinkers from Aristotle to Bertrand Russell. They 
assert the need to subjugate the intuitive to the rational aspect 
of human nature (see Figure 3), blaming the intuitive philos- 
ophers for horrors ranging from the bloodshed after the French 
Revolution to the rise of modern fascism. 

Not until the "enlightened'' nineteenth century was the 
idea of humanity's twofold nature subjected to scientific inquiry 
and rational proof. Darwin established a biological basis for 
man's dual nature by demonstrating that Homo sapiens prob- 
ably evolved from lower-order animals rather than appearing 
in nature in the fully developed form of the modern male and 
female. This gave credence to the theory that the intuitive or 
instinctual aspect of human nature, which is closely aligned with 
lower-order animal behavior, is an inherited and integral part 
of people, a legacy inherited from our animal forebears. 

Sigmund Freud developed a coherent, if often disputed, 
behavioral theory predicated on the belief that the existence of 
both the intuitive and the rational is basic to the makeup of 
hu man personality. The Freudian model depicts a mind that 
operates at three levels: the intellectual, the emotional, and the 
instinctual. Freud and Jung introduced the idea that (1) although 
these aspects of human nature are essentially stable, the balance 
between them varies from person to person; and (2) this varia- 
tion in the mix of aspects accounts for individual differences in 
personality and style. 

In the early 1900s, researchers began direct experimen- 
tation and testing in an attempt to relate the individual mix of 
rational and intuitive attributes to psychological types. Theii 
results tended to articulate and multiply the number of human 
capacities that theorists relate to the basic duality of intuition 
and rationality. 

In the early 1970s, researchers began to suggest that in- 
tuitive and rational mental functions actually reside in separate 
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Figure 3. Intellect Versus Intuition. 
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Source: Reprinted by permission. Tribune Media Services. 
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hemispheres of the brain. Their studies propose that the left side 
of the brain is the seat of logic and rationality, and the right 
side is the seat of intuition and emotion. 

Whatever their scientific merit, these philosophies and 
scientific inquiries have similar implications for problem solv- 
ing. They support the idea that each person's intellectual faculties 
are organized around a unique, predetermined mix of intuuive 
and analytic processing powers as expressed through a dloimc- 
tive personality. They hold that each person engages his or her 
environment using a weighted ratio of intuitive to analytical 
character traits. Thought and research on mental functioning 
te» J ^o support the idea that problem-solving techniques can 
be toilo -ed to individual psychological profiles and thereby en- 
hance people's problem-solving capabilities. 

Many current instruments for assessing individual prob- 
lem-solving profiles have been modeled after the Myers-Briggs 
Type Indicator (MBTI) (Myers and Brlggs, 1976). The MBTI 
measures and sorts individual problem-solving styles into four 
categories of personality style: extraversion or introversion, sens- 
ing or intuiting, thinking or feeling, and judging or perceiv- 
ing. A person is profiled in each of these four categories, so the 
MBTI yields sixteen possible combinations of personality type 
and sixteen corresponding problem-solvijig styles. Drawing, as 
did the MB .1, on Jung's work, psychologists Keirsey and Bates 
(1978) describe four temperaments of problem-solving style. Diony- 
sian (sensing-perceiving/impulsive), Epimethian (sensing-judg- 
ing/seeking to be useful). Promethean (intuiting-thinking/seeking 
competence or power over objects and events), and iipollonian 
(intuitive-feeling/seeking self-understanding or identity). 

Other instruments for assessing problem-solving style 
relate personal psychological profiles to hemispheric specializa- 
tion in the brain. The Herrmann Brain Dominance Instrument 
(Herrmann, 1983) assesses levels of preference related to domi- 
nant traits in the quadrants of the brain and indicates specializa- 
tion in different styles of thinking and problem solving, logical, 
intuitive, organized, and emotional. 

Use of such instrument.*! provides individual problem- 
solvi^g profiles :hat can be matched to specific techniques for 
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enhancing individuals' problem-solving capacities. When these 
instruments are administered to individuals in a group and the 
results are shared, they often help group members gain new 
understanding and acceptance of the many possible ways in 
which people approach the solving of a problem. 

^Vhat Are the Essential Elements 
of Individual Problem-Solving Skills? 

Some people are better problem solvers than others in part 
because of their superior ability to identify and analyze a prob- 
lem's source. In most cases, more experience is what m^es a 
master problem solver out of a competent one. However, ex- 
perience provides informal learning in the art of problem solv- 
ing and thus is not the most effective or, in many instances, 
the fairest teacher. Unstructured experiential learning is slow, 
haphazard, and constrained by a person's individual interac- 
tion with the daily environment and individual prior history. 
On the other hand, structured learning in a work-related con- 
text takes advantapce of a person's prior knowledge and experi- 
ence to validate familiar processes as they are applied to new 
problems, but it is not constrained by them. Moreover, such 
learning is reproducible and consistent among many levels of 
learners and is systematic. The latt-r means that it lends itself 
more easily to an organized process of evaluation and measure- 
ment of training success. 

Training for improved problem-solving skills usually in- 
volves two skill categories; individual cognitive abilities and 
group-interaction skills. 

Individual cognitive abilities are in a broad category of 
learned abililie that involve many essential skills and processes. 
For example, a problem solver needs to understand classijica- 
iion, the thinking skill of placing items in categories or classes 
on the following bases: 

• Order: understanding of the sequence or arrangement of 
things and ideas 
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• Structure: understanding of the interrelationships of parts 
of a whole 

• Relation: understanding of how things affect one another 

For instance, a river illustrates order, structure, and relation 
(Nierenberg, 1982). Its order is controlled by the water flow, 
which constantly changes the configuration of the riverbed and 
may alter the river's structure if it ceases or overflows the river- 
banks. In this example, the structure is the river, composed of 
water and its channel (bed and banks). These are related because 
the channel holds the wrter. But by its constant movement, the 
water c^n^^ the channel's characteristics. Tc appreciate the fiill 
complexity of this example, a person may consider other fac- 
tors (such as current, eddies, tributaries), which have their own 
interrelationships and which also contribute to the overall order, 
structure, and relation of the river. 

In addition to skills related to the primary classifications 
of order, structure, and relation, a person needs skills that relate 
to levels and points of view. Levels represent the ability to change 
the focus of analysis to increase one's depth of understanding. 
Using the river example again, a person who is able ;o broaden 
analysis from the river alone to the river and its surrounding 
geography or to the river in relation to its indigenous flora and 
fauna will acquire a deeper level of understanding. Points of 
view represent the ability to gain insight by experiencing alter- 
native perspectives. For example, one can achieve a greater 
understanding of the river by alternatively examining its crder, 
structure, and relation from the perspective of a boat on the 
river or a person in the boat on the river and putting the various 
perspectives together fo. a multidimensional view. 

Other essential problem-solving skills involve the following. 

• Deductive thinking: the process of drawing a specific conclu- 
sion from a set of general observations 

• Inductive thinking: the process of drawing a general conclu- 
sion from a set of specific facts 

• Lateral thinking, the formation of new relationships among 
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existing ideas. This skill often requires the suspension of logic 
to facilitate new paths of analysis. This can be considered 
improving intuitive skills. 

• Dialectical thinking: the ability to maintain different points of 
view simultaneously. This skill requires a tolerance for am- 
biguity and the capacity to withhold judgment until all in- 
formation is gathered and evaluated. 

• Unfreezing and reframing: the ability to -^ome to terms with the 
unsatisfactory aspects of a particular situation to free oneself 
to examine faulty assumptions (unfreezing), and the ability 
to create a situation (reframing). Reframing may involve 
a change in context, interpretation, a meaning, and so on- 
to discover the validity and pertinence of their underlying 
assumptions (Bandler and Grinder, 1982). 

« Critical/reflective thinking: individual effort to widen viewpoints 
and ex.imine underlying assumptions that may be limiting; 
also referred to as the ability to refleci-in-action (Schon, 1987) 

'What Are the Essential Elements 
of Group Problem-Solving SkiUs? 

The second category of elements essential to the develop- 
ment of problem-solving skills arises in group settings. Work- 
place productivity and product quality are related to the ability 
of both formal and informal work teams. The successful prob- 
lem-solving efforts of work teams are synergistic. That is, their 
members' combined knowledge and skills contribute to a better 
solution than any one person could devise. As the maxim says, 
"Two heads are better than one.** 

For group problem solving, mastery of certain dynamic 
techniques ~ including those dis:ussed below (Ulschak, Nathan- 
son, and Gillan, 1981)— is ps-ticularly relevant. 

Brainstorming, a technique developed in 1957 by Osborne, 
encourages the generation and sharing of ideas and informa- 
tion in a nonthreatening atmosphere. Brainstorming helps un- 
cover ideas and facts in situations where complexity or other 
restraints would ordinarily inhibit free discubbion. The technique 
promotes people's free exploration of new ideas and possible solu- 
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tions without fear of criticism. Use of the brainstorming tech- 
nique encourages a person to develop lateral thinking skills 
(tolerance for ambiguity) and an ability to withhold judgment 
until all possible information has been gathered. A frequent 
criticism of the brainstorming process is that although it gen- 
erates many creative ideas, they usually need considerable work 
before they can be implemented as practical solutions. 

Synectks, a technique developed by Gordon (1961), pro- 
vides an environment that encourages creative but guided ap- 
proaches to problem solving. Synectics is characterized by clearly 
defined roles for a leader, clients, and participants; techniques 
for detaching participants' minds from consciously thinking 
about a problem, thereby allowing their unconscious minds the 
freedom to explore possible solutions; and specific ways of reflect- 
ing on ideas (that is, ways of responding to old ideas in new 
ways). 

Nominal group techniques, developed in 1968 by Delbecq and 
Van de Ven, are used in a structured problem solving process 
specifically designed for use in situations where a lone person 
is unlikely to be able to arrive at a solution. This process's 
strength is that it quickly achieves results because it forces prob- 
lem identification or a solution through the use of a quiet time 
for generating new ideas, followed by a forced interaction period. 
It normally takes about two and a half hours to run a nominal 
process meeting. The facilitator does not need extensive ex- 
perience, and the techn'que provides an opportunity for each 
person to become involved because the leader encourages open 
discussion and clarification of all generated ideas. 

System analysis, developed in 1968 by von Bertalanffy, is 
an excellent technique to use when a review of a problems total 
context is called for, as opposed to times when a problem seems 
to be an isolated element. A systems approach is open, that is, 
it considers that a system interacts with its environment. Three 
representational models clarify how a system exists in its sur- 
roundings: 

• In the hierarchical model, a system is described in terms 
of the systems above and below it (for example, "ground 
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transportation systems" fall below the category *^human trans- 
portation systems," and above "rail systems," "bus systems," 
and so on). 

• In the input-output model, a system is seen in terms of the 
resources that go into it and its subsequent outcomes. 

• In ihe entities model, the group looks at the system's elements 
and attributes and at the relationships among them. 

A systems approach also looks at multiple causes for prob- 
lems, which keeps the problem solver from having "tunnel vi- 
sion," and examines the whole picture rather than only one or 
a few parts or elements. This technique offers a good process 
for structuring problem analysis and discovering alternative solu- 
tions. Its weakness is that it offers no structure for participants' 
roles. 

Force field analysis, developed in 1947 by Lewin, is a pro- 
cess used to identify the dimensions of a problem and strategies 
for solving it. Two main sets of forces are identified: inhibiting 
forces that resist the problem's resolution and facilitating forces 
that push the problem toward resolution. This, too, is an ex- 
cellent analytic tool. It is useful for reviewing a problem that 
involves a whole group and is easily combined with other prob- 
lem-solving techniques to generate ideas for long-term planning. 

The technique of basic-assumption menial states, developed by 
Bion (1959), is an approach to improving group functioning 
based on psychodynamics (which relates people's behavior to 
their motivations and drives). The approach's premise is that 
impaired work groups are characterized by one of three dysfunc- 
tional assumptions. This means that an impaired work group 
has a tacit negative agreement (assumption) that prevents its 
members from accomplishing their tasks. 

• A dependency assumption group manifests needs for depen- 
dency and security by looking to its leader for decisions and 
authority. Because these needs can never be fully met, the 
group cannot accomplish its work tasks, which leads to failure 
for which the leader is blamed. 

• A fight-or-fllght assumption group may, in the fight mod^., 
be characterized by energy devoted to attack or resistance 
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or, in the flight mode, by joking, intellectualizing, or leav- 
ing. The underlying need is for self-preservation, which is 
frequently subtly expressed. For example, group members 
may engage in busywork not essential to their tasks. 
• A pairing assumption group's members are characterized 
by expressions of warmth and support for each other and 
the group as a whole; often new leaders are promoted and 
new ideas are embraced. However, the group's tasks are 
avoided through passive, hopeful expectations of things to 
come. 

In contrast, a positive work-sta*e group is characterized by 
a focus on accomplishing the tasks at aand. Each group member 
retains an identity based on individual abilities. Anxiety is low, 
and there is inquiry coupled with decision making and action. 
Specific skills are required to use basic assumption techniques 
to transform a malfunctioning group into a functional, positive 
work-state group. These skills are knowledge of individual pref- 
erences, which are assessable through the Reactions to Group 
Situations Test (Stock, 1974), and the abUity to identify the faulty 
basic assumptions described above so that those barriers may 
be brought to conscious awareness and overcome. 

Control orientation techniques, developed by Argyris and 
Schon (1978), attempt to move groups from Model I (unilateral 
control) to Model II (bilateral control) behavior. Model I be- 
havior is impaired behavior by a person in a group. A person 
who behaves this way focuses on convincing others of his or her 
view without being open to changing that view or considering 
the validity of other views. This behavior is characterized by 
a unilateral attempt to achieve individual goals, maximize per- 
sonal "v/inning," and minimize personal negative feelings. It in- 
hibits group exploration of issues and alternatives in deference 
to achieving the objectives of a particu'"- person. 

Model II behavior is characterized by bilatera^, shared 
control of a task and responsibility for its outcome. Defensiveness 
and negative feelings are seen as areas to explore, and the focus 
is on valid information and inquiry. Public development and 
testing of hypotheses are an integral part of this technique and 
decrease the likelihood of decision errors. 
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What Are the Essential Elements of 
Training in the Problem-Solving Process? 

Individual and group skills in problem solving are neces- 
sary but not sufficient for successful practice of problem solv- 
ing in the workplace. Both individuals and groups need a Process 
structure for using their skills. There are Many problem-solving 
models. Selection of the best model depends on the many fac- 
tors that make each problem, work team, and organization 
unique. There is rarely a best way to approach even a specific 
problem; any of several methods can be successful. Selection 
of a model also depends in part on the level of sophistication 
of the individuals and groups who are to perform as problem 
solvers and in part on the complexity of the problem or prob- 
lems being addressed. Below are descriptions of several problem- 
solving models that have received favorable responses frcin peo- 
ple who have used them. 

The eight-step model was developed by qualitv expert Joseph 
Juran (1988) and includes the potential to 

1. identify potential problems, 

2. select potential problems for analysis, 

3. analyze root causes, 

4. identify possible solutions, 

5. select solutions, 

6. test solutions, 

7. implement solutions, and 

8. track solutions' effectiveness. 

In the problem phases of this process, people are taught 
techniques such as brainstorming and information gathering. 
They are also taught to draw up workflow diagrams, which are 
graphic depictions of work processes that may reveal built-in 
production bottlenecks or conflicts, and to prioritize through 
voting and consensus. 

In the problem phases, people are also taught specific onta- 
reduction techniques (ways to organize data), such as graphing; 
Pareto diagramming, which sorts out for priority treatment tliC 
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few major problems — in terms of frequency, seriousness, cost — 
from the many important but lesser problems; and cost estimation. 

Analytic tools used to help people learn how to trace back 
to and identify problems' causes include the following: 

• Fishbone diagrams, which depict contributing causes as ribs 
leading into a spine problem, or negative effect 

• Structure trees, which sketch the hierarchy of root causes; 
the trunk, or main problem; and the branches, or second- 
ary problems and symptoms 

• Scattergrams, which plot dots representing the correlation 
of two variables; for example, a scatter gram may show that 
people who do Z are likely to have F happen, although the 
correlation does not necessarily equal cause and effect. 

In the eight-step model's solution phase, participants learn 
additional techniques, including force field analysis, cost-benefit 
analysis, and group presentation skills. They are also trained 
in how to participate effectively in work groups, primarily by 
using a set of technical problem-solving skills. 

The comprehensive W20£fe/ (Friedman and Yarb rough, 1985) 
includes techniques such as the following: 

Becoming aware of ^ need 

Analyzing the problem 

Knowing the options 

Adopting a solution 

Implementing the solution 

Integrating the solution into the system 

The problem- analysis phase of the comprehensive model 
incorporates an additional sequential model that relates to 
thinking skills. These skills include identifying basic organi- 
zational goals, identifying obstructing and enabling forces, 
disentangling interrelated difficulties, identifying the "players" 
and their points of view and vested interests, distinguishing 
factual from inferred information, and identifying alternative 
strategies. 
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The comprehensive model also provides suggestions (such 
as brainstorming) for enhancing the creative nature of the pro- 
cess and a recommendation to v\^ould -be problem solvers to think 
very positively about the ideal outcomes — as an aid to achiev- 
ing them. The primary methodology for training in this tech- 
nique is the use of case studies to provide concrete examples 
of ambiguous, multifaceted, real-v\^orld problems that do not 
have readily apparent or easy solutions. The intent is to help 
learners acquire a long-range outlook that incorporates many 
viewpoints. 

ThG POWER model {Mink, Mink, and Owen, 1987) uses 
the acronym POWER to describe the key elements in each step 
of the model and to reflect the confidence that a problem-solving 
group may feel when successful. A variety of methods may be 
used in this process; its major steps are as follows: 

iProject a vision of how the situation should be different. 
Observe the discrepancy between what exists and what 
should be. 

Work out, after considering choices, an action plan and 

implement it. 
Evaluate/monitor progress and achievement. 
iJevise plans as indicated by evaluation findings. 

Behaviors :hat may interfere with the process include dis- 
counting the value or importance of people, the problem itself, 
the possibility of defining or solving the problem, and the par- 
ticular context in which the problem occurs. 

Several of these models for learning about problem solv- 
ing go beyond refining techniq les for problem identification, 
analysis, and resolution. Other more complex models concen- 
trate on methods that allow people to step out of their frames 
of reference to examine the underlying assumptions that cause 
them to view problems in a particular way. This often results 
in people's realization that the problems they have been attempt- 
ing to solve are only symptomatic of other, more complex, 
underlying problems. This leads to a more sophisticated prob- 
lem-identification process. Also, people may realize how cer- 
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tain assumptions have caused them to have difficulty in imple- 
menting the original solutions they devised. 

An example of higher-order problem solving appears in 
the story of the passengers on the Titanic, who when the ship 
began to list badly, rejected the ineffective proposal that they 
move deck chairs to the ship's other side to correct the capsize. 
They immediately realized tha* this would be a futile gesture; 
they understood that the builders and promoters of the world's 
first "unsinkable" ship were tragically wrong and that the ap- 
propriate strategy was to get out the lifeboats to try to save as 
mai;y lives as possible. 

In the models discussed above, problem-solving processes 
may appear very complex, with a cumbersome number of steps 
to follow. However, most problem-bulging processes fit into a 
generic model that can be replicated with good results no mat- 
ter what the substantive problem is (see Figure 4). 

Following is a discussion of how a generic problem-solving 
model works. 

Problem Analysis. John Dewey said that a problem well 
defined is half solved. Problem analysis begins with the recogni- 
tion that a problem exists and that it is necessary to define it 
accurately. Even when an analytical system is in niace, accurate 
problem identification is often difficult because symptoms may 
be confused with causes. As mentioned earlier in this chapter, 
some people are better problem solvers than others in part 
because they are better able to identify a problem's true source; 
usually, people become better at problem identification when 
they have had more experience. One way to improve problem 
identification skills is to emphasize the gathering of informa- 
tion that shows not only the existence of a problem but also its 
nature and extent. 

Dis ctission and Analyst'^ of Assumptions. Each person 
brings a set of assumptions to ^^ch problem-solving situation. 
The quality of the solutions generated is affected by the ap- 
propriate'^ess of the assumptions. These assumptions may in- 
clude s mctural assumptions related to the problem's contc»xt— 
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Figure 4. Problem Analysis/Solution Mode!, 
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controllable and uncontrollable variables-related areas of respon- 
sibility, availability of additional resources, deployment and use 
of personnel, job design, and so on; personal assumptions unique 
to an individual's experience and personality — a person may hold 
such assumptions in either an open-minded or restrictive way; 
and problem assumptions related to such things as the problem's 
importance, its political implications, and one s anticipation of 
management's acceptance or rejection of solutions. 

Identification of Tentative Alternative Solutions. Identi- 
fying possible alternative solutions is a repetitive process in v/hich 
people are encouraged to identify and assess a wide range of 
solutions. Skills and techniques that come into play include those 
for innovation, creativity, and brainstorming. The amount of 
time, energy, and resources devoted to each tentative solution 
v^'^pends heavily on the quality and precision of the initial prob- 
lem definition and the degree to which assumptions c^re not 
overly restrictive. There are two potential hazards; excessive 
concern with selecting the best alternative when a less-than- 
optimal solution would do, and procrastination rather than 
action* 

Alternative Solution Evaluation. Evaluating alternative 
solutions involves measuring, against predetermined standards 
and crii*!ria (such as feasibility, rationality, acceptability, and 
so on), the reasonable tentative solutions that have emerged. 

Selection, Implementation, and Feedback. From the feasi- 
ble alternatives that meet evaluative criteria, one or more may 
be selected for implementation. At this point, the two most im- 
portant requirements for success are (1) management-employee 
commitment to implementation and (2) continuation of the 
problem -solving process to ensure desired results and to solve 
new problems that may arise. 

As individuals or groups become more skillful in problem- 
solving techniques, they may only need to carry out one or two 
of the model's steps to manage a problem. No real-world situa- 
tion requires absolute adherence to a rigid set of steps. A model's 
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usefulness lies in its provision of a series of guidelines and a range 
of stiategies and tools for selection and deployment as specific 
situations demand. 

Figure 5 illustrates how the major elements of problem 
solving- individual cognitive abilities, group interaction tech- 
niques, and the problem-solving process— interact. 

What Constitutes Competency in Problem 
Solving? What Constitutes Mastery? 

Following is an illustrative list of generalized evaluative 
criteria for determining individual and group competency and 
mastery in problem solving. 

Competency. Competency includes the ability to do the 
following: 

• Represent a problem (Can this person/group identify and 
define a problem in a way that allows for solution?) 

• Apply logic (Docs this person/group analyze a problem's 
structure in a way that allows appropriate data to be ob- 
tained?) 

• Formulate a solution (Can this person/group devise a solu- 
tion on the basis of available data?) 

• Create a feedback mechanism(s) (Can this person/group 
monitor a solution effectively to evaluate its implementation?) 

• Provide summative evaluation (Can this person/group assess 
the final outcome in comparison with the original problem?) 

Mastery. Mastery includes the ability to do the following: 

• Redefine/reframe a problem (Has the appropriate problem 
been identified and addressed?) 

• Analyze underlying assumptions (What are the underlying 
factors that affect framing of the problem and its possible 
resolution?) 

• Suspend logic (Have counterintuitive approaches been con- 
sidered?) 
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Figure 5. Generic Model of Problem-Solving Skilii^ 
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• Put the problem in a systems perspective (Is there a projec- 
tion at each stage to the intermediate and final outcomes?) 

• Provide formative evaluation (Is there an ongoing evalua- 
tion of the process at each stage?) 

As a result of research, psychologists have come to recog- 
nize that Loth competency and mastery in problem solving re- 
quire acquisition of relevant knowledge and an awareness of how 
to organize that knowledge efficiently so that it is available for 
problem solving. 

What Is an Example of a Successful Workplace 
Training Program in Problem Solving? 

Xerox Corporation is a $15 billion company that does 
business in over 130 countries and has numerous offices and 
manufacturing plants around the world. Xerox has two major 
business areas: Financial Services and Business Products and 
Systems. Although almost half of its profits and 30 percent of its 
revenues come from the Financial Services area, that part of the 
corporation has not begun to implement the problem-Sv^l^ing 
training discussed here for its 12,000 employees. However, nearly 
all of the Business Products and Systems' 100,000 employees 
have participated in this training. Business Products and Systems 
manufactures products that meet the document-processing needs 
of Xerox customers: copiers/duplicators, electronic typewriters, 
software, printers, professional workstations, communication 
networks, and reproduction services and supplies. 

Xerox problem-solving training is an integral part of its 
Leadership Through Quality strategy. Training addresses three 
corporate priorities; satisfying customers, improving return on 
assets, and increasing market share. These priorities are aimed 
at ensuring that Xerox remains a financially healthy company 
through its ability to maintain a competitive edge. For that pur- 
pose. Leadership Through Quality was developed in direct 
response to increasing competition from Japan. In the early 
1980s, Xerox became concerned about maintaining its quality 
standards and determined that an operational change was needed 
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to refl'^ct its already high commitment to quality production. 
David Keams, Xerox's chief executive officer, was favorably im- 
pressed with the quality programs in operation in Xerox's 
Japanese affiHate, Fuji Xerox, and believed that instituting the 
same practices in other locations would benefit the company. 
So in 1983, the corporation began developing a strategy for im- 
plementing quality improvement throughout the company. A 
major element of the strategy was the establishment of a training 
proi-ess to reach every employee of the Business Products and Sys- 
tems side of the corporation. A team of key training people from 
Xerox was assembled to develop the new training programs. 

Enhancing individual problem-solving capabilities was 
thought to be a major factor in Xerox's effort to improve prod- 
uct and service quality. Therefore, training program develop- 
ment included a quality-improvement component (concepts, 
measurements, and definitions o, -ality, and interactive skills 
such as oral communication and bcuavioral styles) and a prob- 
lem-solving component. 

Program participants are given a reference manual that 
details a six-step problem-solving process: 

1. Identifying and selecting the problem 

2. Analyzing the problem 

3. Generating potential solutions 

4. Selecting and planning the solution 

5. Implementing the solution 

6. Evaluating the solution 

For each step, the manual shows an objective, guidelines, 
activities necessary to achieve the objective, tools needed, and 
end-of-step questions to answer to aid progress tov^ard the next 
step. 

The manual also contains information about problem- 
solving tools and techniques — such as brainstorming to generate 
ideas, using list reduction to reach a consensus, and using charts 
and graphs to analyze and display data or plan actions. Each 
tool or technique is defined, described, and clarified by examples 
of its use. 
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During a training session, participants are often divided 
into small groups and given case studies to work on. The case 
studies are representative of problems that a X^iox family 
group (functional work gr. .:p, that is, employees \:ho work in 
the same job area) or an employee involvement group might 
encounter on the job. People may refer to their manuals at any 
time while working to solve their assigned problems. The man- 
uals have also proven to be useful later, when employee involve- 
ment groups are solving actual workplace problems. On the job, 
it is through employee involvement groups and family work 
groups that the problem-solving skills learned in training are 
applied. These groups are supported by quality specialists and 
managers who serve as problem-solving and quality-improve- 
ment facilitators, encouraging employee participation and in- 
volvement. A problem-solving group may consist of die manager 
and employees within a family group , or it may cut across family 
groups. 

When the training program began, it started with Xerox's 
president, then reached downward to involve every manager 
in the training program twice: They met once with peers, then 
assisted in training *heir subordinates. By the end of summer 
1988, nearly all the originally targeted employees had been 
trained in the Leadership Through Quality process, s. 

To ensure the best participation in and timi j for the 
training, each operating unit determined how it wanted the pro- 
gram administered. Most units had family group members at- 
tend the program together. As often as possible, Xerox prefers 
to train its employees by family group since that is how people 
work on a daily basis. New hires are mixed together, however, 
because company guidelines require that all new employees be 
trained within ninety days of their starting dates and because 
it takes a "critical mass" of people to conduct the program. 

Although the training was initiated and developed at the 
corporate level and the developnient was originally funded through 
the corporate budget, today each operating unit has taken over 
financial responsibility for putting its employees through the re- 
quired training. The employees pay nothing. Each operating 
unit, In addition to being responsible for funding its own em- 
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ployees' participation, has a great deal of autonomy in deter- 
mining how and when training is delivered. For the most part, 
in-house trainers are used, but some units choose to hire out- 
side deliverers, usually former Xerox employees. Most of the 
curriculum is developed at the corporate level by an in-house 
staff with the help of consultants (again, often former Xerox 
employees). 

Each operating unit also determines its training schedule. 
Five to *:ix days are needed to train each employee, but some 
uuits *-.pread the training out over a longer period rather than 
expe;ience uignificant downtime because of employees' absence 
on consecutive days. Spr'^ading training out also allows employ- 
ees time to absorb information and to apply their new skills to 
the job between sessions. Besides the basic problem-solving train- 
ing developed at the corporate level, many units have developed 
supplemental courses, and some units offer refresher programs 
for employees who went through the beginning phases of the 
training. Xerox is receiving more and more requests from em- 
ployees for these courses. 

Because almost all the targeted employees have completed 
the program, a special version of the problem-solving training 
has been designed within Xerox's New Employee Orientation 
and Quality Training program, which is specifically geared 
toward the new hires' needs. This program includes one and 
a half days of orientation to Xerox and three and a half days 
focusing on problem solving and quality improvement. The 
course Is required because Xerox has found that new employees 
need to understand Xerox's common language and processes 
of quality in order to join the trained work groups. 

Xerox has also begun to encourage its suppliers, vendors, 
and dealers to participate in quality training. In fact, Xerox has 
reduced the number of suppliers with which it will do business, 
keeping only those that can meet Xerox's quality requirements. 

Program evaluation is done through opinion polls of par- 
ticipants. Each unit evaluates its own programs. No criterion- 
referenced tests or other formal methods are used to evaluate 
how well individuals learn the skills. Review tests may be given, 
but they are not used for grading. 
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Many changes have taken place in Xerox since the launch- 
ing of the Leadership Through Quality strategy. It is credited 
with positive changes in the ways that empio) ees interact: Meet- 
ings have become more structured and mor^ effective; there is 
more emphasis on data collection and data analysis to substan- 
tiate recommendations and support findings; and evaluation is 
more prevalent. Tliese changes have occurred gradually, over- 
coming resistance by employees who did not want the changes. 

The training is coordinated by a corporate manager of 
qualit/ training. Each operating unit has a quality training 
manager, who oversees the unit's programs. The unit quality 
training managers meet once a quarter with the corporate man- 
ager to discuss proposed program changes and how to avoid 
duplicating work efforts. For example, if a unit is making a pro- 
gram adaptation, related information and materials are made 
available to the other units (Sarah Turner, telephone interview, 
April 1988). 

What Should Be Included in a Generic 
Workplace Problem-Solving Curriculum? 

Exhibit 8 provides a list of items to consider when devil- 
ing a problem-solving curriculum, and Exhibit 9 shows the steps 
to describe the deviation when analyzing a problem. 



Exhibit 8. Group Process Approach 
io Problem Solving/Problem Analysis. 



What are the objectives of this training? 
-To increase participants* skills in problem solving 
-To clarify techniques for individual problem solving 
-To introduce new techniques for group problem solving 
-To improve on-the-job success and productivity 

How do you identify work-related problems? 
-By defining the scope of the problem 

-By obtaining valid info.mation about the problem m order to identify what 
it is 
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Exhibit 8. Group Process Approach 
to Problem Solving/Problem Analysis, Cont'd. 



What are two alternative approaches to group problem solving? 

-Fundamental group problem analysis focuses on generic group brain- 
storming to identify the cause of an> type problem and on group input and 
commitment. 

-Complex group problem analysis focuses on problems thai have appeared 
recently or have always been present with no apparent cause and on group 
input and commitment. 

--Both approaches can be used when the cause of the problem is unknown 
and needs to be determined and when the resources of the group rather 
than the skills of one individual arc needed to address the issues. 

How do you develop group skills in problem identification, problem solving, 

and decision making? 

-Fundamental group problem analysis 

-Discusses facts surrounding problem 

-Silently generates causes of problem 

-Provides round-robin recording of causes 

-Clarifies and discusses causes 

-Verifies the causes 

-Carries out corrective action 

-Reports results of corrective action 

-If first cause does not check out, moves on to second most probable 
cause, and so on 

•Complex group problem analysis uses videotape to illustrate how to do the 
following: 

-Set up a deviation statement (see Exhibit 9) 
-Generate facts 

-Silently generate causes of problems 
-Provide round-robin recording of causes 
-Vote to establish probable cause 
-Compare probable cause to facts 
-Verify probable cause 
-Carry out the corrective action 
-Report results of corrective action 

-If first cause does not check out, move on to second most probable 
cause, and so on 

What practices will help you gain proficiency in problem analysis/resolution? 
-Videotaping partlcipanfs going through each process and group critiquing 
the videotape to emphasize process and conclusions 

-Reviewing application of approaches by using actual case studies of work 
situations 

-Performing three- and six-month refresher practicums to review process 
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PROBLEM ANALYSIS 

QUESTIONS TO DESCRIBE THE DEVIATION 
WHAT IS THE DEVIATION STATEMENT? 

What Is/Is Not 

-The object with the defect? 

-The defect? 

Where Is/Is Not 

-The object with the defect observed (geographic location)? 
-The defect on the object? 

When Is/Is Not 

-The object with the defect first observed (clock, calendar time)? 

-Observed since then (clock, calendar time)? 

-The defect first observed in the cycle of the object? 

Extent Is/Is Not 

-How many units of each object have the defect? 
-How much of each unit is affected? 
-How many defects are on each unit? 
-What is the trend? 



Note: For each "is" fact, ask what (where, when, to what extent) the 
deviation could be, but is not. 
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Creative Thinking: 

New Ideas for Old Problems 



The mind is not a vessel to be filled, but a fire to be 
kindled. 

Plutarch 

Moralsy 42- J 20 a.d. 



What Is Creative Thinking? 

As a subject for separate study, creative thinking is nearly 
forty years old (Rickards and Freedman, 1979). In the ensuing 
years, "Creativity and innovation have become watchwords, if 
not buzzwords, on the American business scene" (Gordon and 
Zemke, 1986, p. 30). 

Appropriately, people have created hundreds of defini- 
tions for creative thinking. However, most experts agree that 
creativity is the ability to 

use different modes of thought 

come up with something new 

visualize, foresee, and generate ideas 

form new combinations of ideas to fulfill a need 

Boiled down, most definitions of creative thirJ<ing describe 
mental processes leading to new and relevant ideas. "Psychol- 
ogists say that a person perceives and then ii terprets the world 
as a set of relationships and patterns. A change in the pattern 
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occurs at the moment of insight" (Rickards and Freedman, 1979, 
p. 3). Ahhough most definitions of creative thinking lack hard- 
edged certainty, there seems to be general agreement about the 
nec?:ssary components of the creative thinking process. Funda- 
mentally and essentially (Marzano and others, 1988), creativity 

requires desire, preparation, hard work, and forethought, 
involves pushing the limits of knowledge and ability, 
requires strong internal rather than external motivation, 
involves the ability to reframe a problem to see it in a 

different light, and 
involves the capacity to block out unproductive distrac- 
tions. 

These conditions make it apparent that creative thinking 
should not be thought of as a moment in time but rather as stages 
in a process. The stages include preparation, unconscious in- 
cubation, the moment of msight, and finally, verification or pro- 
duction. 

Another way of looking at creative thinking is to view it as 
a single position along "a continuum of circles spiraling endlessly 
upward" (Campbell, 1985, p. 129). Above creative thinking on 
the continuum is the concept of inventiveness, which involves 
taking a creative idea and turning it into a practical application. 
Moving along the spiral, the next high point is referred to as inno- 
vation. Innovation encompasses creativity and inventiveness but 
is primarily the act of bringing about change from an accepted 
way of doing tSings to a new way of doing things. Finally, to 
bring the process to a useful resolution before the spiral extends 
into new creative thinking, the ideas generated thus far must 
demonstrate a productive outcome. Productive innovation im- 
plies that "a new development adds something to or improves 
the way we currently do something" (McTague, 1987, p. 23). 

What Theories Support Current 
Training in Creative Thinking? 

Historically, creati^•e thinking has been identified as char- 
acteristic only of genius';s. Since the boom in creativity train- 
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ing, however, a sense of the universality of creative potential 
has evolved, and effective techniques to assist in unblocking the 
individual's creative thinking processes have been developed. 
Today typical assumptions about creativity include the following: 

• Everyone has the potential for creative action, although for 
many people this potential is never fulfilled. 

• Blocked potential for creativity can be tapped if individuals 
can be helped to behave in ways associated with people who 
are widely acknowledged as being creat^ive. 

• A powerful means of achieving this pot^^ntial is through the 
use of structural aids to creativity, or creative problem- 
solving techniques. 

• Techniques and behavior patterning can be introduced effec- 
tively through training programs. 

• Through such training, individuals and their organizations 
will benefit considerably (Rickards and Freedman, 1979). 

Several techniques that enable individuals and groups to 
enhance ti eir creative capabilities are based on theories devel- 
oped only in this century. 

• Synectics. Social scientist William J. J. Gordon's (1961) 
research tried to uncover the process constants that underlie the 
creative condition. His work revealed the theory of synectics. 
This theory is based on the idea that creative behavior can be 
increased if metaphor (comparison or analogy) is applied to situa- 
tions where new and innovative viewpoints are needed. In his 
research, Gordon discovered that the most important element 
in innovative problem solving is "making the familiar strange" 
because thinking breakthroughs depend on viewing familiar 
problems in new contexts. 

• Lateral thinking. Professor Edward de Bono (1970) of 
Cambridge University developed a theory he referred to as 
lateral thinking. Lateral thinking calls for an escape from habit- 
ual or vertical ways of thinking in order to seek novel approaches 
to solving problems. De Bono categorized problems as those with 
solutions that re(]uire the processing of information, those in 
which the problem is one of accepting what cannot be changed, 
and those that can only be solved by reorganizing information 
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and assumptions about the problem. To solve the third type, 
a person has to be illogical or think laterally. 

• Personalized and developmental learning. Basic propositions 
underlying training in creative thinking are that it needs to be- 
come personalized and that it ought to be developmental. These 
ideas are based on personal construct theory (Kelly, 1955) and 
learning styles theory (Kolb, 1976). The personal construct theory 
argues that a person views the world somewhat in the way others 
do and also, to a certain extent, in a uniquely personal way. It 
follows, then, that the effectiveness of any material presented dur- 
ing training will be significantly influenced by each participant's 
past experiences and personal point of view. Personal construct 
theory suggests that training material should be designed to pro- 
mote this personalized learning. Kolb's Learning Styles Inventory 
(LSI) model suggests a mtthod for achieving this. 

According to the LSI model, a person passes through four 
learning stages: concrete experience, reflective observation, 
abstract conceptualization, and active experimentation. Each 
person evidences a preference for certain stages in this process. 
The LSI model implies incremental learning over time. Fresh 
stimuli are introduced at each learning session and participants 
develop new, personalized resprnses to these stimuli. The in- 
fluence of this kind of developmental learning is likely to con- 
tinue after training and can lead to changes in trainees' attitudes 
toward taking risks and their greater persistence in the manage- 
ment of ideas and problem solving. The result will be more 
creative behavior patterns (Rickards and Freedman, 1979). 

• Whole brain training. A contemporary training approach 
to applied creative thinking is based on the theoretical concepts 
of specialized brain functioning and hemisphere bteralization. 
One of the major proponents of brain-dominance technology, 
Ned Herrmann (1983), bases his training methodology on the 
theory that although each brain is unique, brains in general are 
specialized. He also draws on expert agreement about domi- 
nance: eye dominance, hand dominance, foot dominance, ear 
dominance, and brain-hemisphere dominance. Within each 
human being, specialization and dominance produce a combina- 
tion of specialized preferences that affect general behavior and, 
particularly, individual learning style. 
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The theoretical model of brain dominance divides the 
brain into separate quadrants, each different and equal in im- 
portance (see Figure 6). Two of the quadrants represent the more 
cognitive, intellectual modes of thought and behavior, whereas 
the other two represent the more visceral^ emotional modes. 

Herrmann has developed a brain-dominance testing in- 
strument to measure a person's thinking preferences. Whole- 
brain training programs are designed to provide dynamic learn- 



Figurc 6. Thinking Processes. 
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Source: N. Herrmann, ""Brain Dominance Theory," in R. Craig (cd.), 
Training and Development Handbook. A Guide to Human Resource Development (3d. cd.), 
© 1987, New York: McGraw-Hill Book Company. Reprinted by permission. 
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ing experiences that move back and forth to distribute learning 
equally across all four quadrants. The theory is that to be the 
most creative, people need to be well developed and well inte- 
grated in the entire range of cognitive abilities. 

• Multiple intelligences, A complementary idea to that of 
brain dominance is the theory of multiple intelligences (Gard- 
ner, 1985). Harvard psychologist Howard Gardner proposes that 
there is not simply one intelligence but seven: linguistic (verbal 
dexterity), musical, logical-mathematical, spatial, bodily kin- 
esthetic (tactile), inner-directed (self-understanding), and in- 
terpersonal (empathy). 

Arguments about this theory relate to the question of 
whether there must be integration of two or more of these cog- 
nitive activities for creative thinking to occur or whether one 
of these capacities alone can support creative activity. Among 
centuries' worth of examples that bear out the premise that 
creative p le are often adept in several different intelligence 
areas are me ultimate Renaissance man, Leonardo da Vinci 
(writer, scientist, inventor, painter, sculptor); Manhattan mod- 
ern Woody Allen (actor, writer, director, professional clarinet- 
ist); and contemporary businessman Frank Stanton (president 
of CBS television during its growth years and master craftsman 
in wood). "The benefit of mastery of multiple intelligences in 
one person is obvious; people who have several skills don't get 
locked into a single path. . . . People who are only good with 
hammers see every problem as a nail" (Campbell, 1985, pp. 
55-56). 

What Are the Essential Elements 
of Training in Creative Thinking? 

Creative or innovative thinking is the flip side of the coin 
known as critical thinking. Whenever a person is formulating 
a question, analyzing a problem, or defining a situation with 
clarity, accuracy, and fair-mindedness, he or she is using the 
skills of critical thinking. When a person is solving an unstruc- 
tured problem or planning a project, his or her creative abilities 
are brought into play. And when a person is imaginatively and 
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empathically considering diverse points of view, he or she is using 
both creative and critical skills. 

It is difficult to sort out distinct elements of the creative 
thinking process that lend themselves to being taught. If the ob- 
jective of training in creative thinking is to increase the creative 
capacity or creative behavior of individuals or groups, however, 
there are identifiable elements that can be enhanced through 
practice. 

The elements for improving a person's creative thinking 
capabilities are referred to as cognitive (thinkingToiowing) skills. 
Many of the cognitive techniques discussed here are the same 
ones a person needs to solve problems effectively. 

W. C. Miller (1987) discusses how to enhance creativity 
by using both the intuitive (creative) and the logical/rational 
(critical) sides of the brain. Miller's terms correspond to Herr- 
manrfs left-brain, right-brain theory, and Miller, too, believes 
that augmentation of both linear and intuitive elements of cog- 
nitive activity are necessary for optimal creative processing. 

Techniques for learning how to generate new ideas by 
using a linear approach provide a base upon which to build alter- 
native solutions. Linear techniques involve using a pattern of 
logical thinking such as a sequence of steps. Linear methods 
facilitate the act of creativity by providing ways to organize in- 
formation that help focus attention on where creativity or in- 
novation is possible. 

In contrast, rather than involving a series of steps or 
analytical categories, the intuitive approach relies on a "leap of 
faith" to a whole answer all at once. There is little or no ex- 
perience of moving along a path toward a solution. Instead, a 
person finds an intuitive solution through what is sometimes 
called an aha! experience or a eureka! experience. "Eureka!'' {Gv^^k 
for "I have found it!") is what the third century b.c. mathemati- 
cian Archimedes supposedly exclaimed when, while bathing, 
he realized that the volume of an object can be calculated by 
the amount of water it displaces. 

Learning how to be fluent in both linear and intuitive 
thinking leads people to the best creative results. When explor- 
ing the path from linear to .'ntuitive thinking, W. C. Miller 
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(1987, p. 66) believes that "If you can determine from the begin- 
ning that your creative solutions will fall into any of ;c categories, 
you can focus on exploring those categories. By proceeding from 
specific starting points, you can take small steps from one idea 
to another until suddenly you are far from the original starting 
position. In this uncharted territory you may find the innovative 
solution you desire.'' 

Below are brief descriptions, adapted from Miller (1987), 
of several of the many linear and intuitive thinking techniques 
currently being used. Although each technique can be imple- 
mented independently of the others, people frequently obtain 
better solutions by combining techniques. 

Linear Thinking. The following techniques and processes 
are related to linear thinking. 

• Matrix analysis. Laying out a set of constants and vari- 
ables along the vertical and horizontal axes of a graph and then 
identifying where they intersect is known as matrix analysis. 
For example. Table 4 illustrates a market/technology product- 
packaging matrix on which every intersection represents a place 
to look for innovations that apply a particular technology to a 
particular market. 

• Morphological analysis, A system for breaking an idea or 
problem into parts for study. Table 5 demonstrates a morpho- 
logical analysis for inventing a new mode of transporting people 

Table 4. Example of Matrix Analysis. 



Markets 

Transport Medical Beverage Industrial 

Co-extrusion 

Technol- l^'^'? " 
I Laminates 

Adhesivcs 

Therm oform 



Source: W. G. Miller, The Creative Edge, © 1987, Addison-Wcsley 
Publishing Co , Inc, Reading, Massachusetts. Figure on page 67. Reprinted 
with permission. 
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Driving Force 


Mode of 
Movement 


Material 


Purpose 


Diesel 


Rail 


Plastic 


People 


Gas turbine 


Wheel 


Metals 


Animals 


Steam 


Rollers 


Wood 


Heavy freight 


Pedal 


Coasters 


Stone 


Baggage 


Electric 


Air cushion 


Cloth 


Foods and spices 


Squirrels in a cage 


Water 


Glass 


Plants 



Source: VV. C. Miller, The Creative Edge, © 1987, Addison-Wcsley 
Publishing Co., Inc., Reading* Massachusetts. Figure on page 69. Reprinted 
with permission. 



and things. If a third dimension is added, a three-dimensional 
cube is created rather than a two-dimensional grid. 

• Nature of the business. Analyzing the nature of a business 
is a process for uncovering how an organization defines, or 
should define, the nature of its business in order to innovate 
strategy decisions. As an example, Miller (1987) cites the leaders 
of Southland Corporation's 7-11 stores, who realized that they 
were not in the grocery business but rather in the convenience 
business. This led them to move in an entirely different direc- 
tion in terms of marketing strategy and inventory. Nature of 
the business may use matrix and morphological analyses to help 
participants determine a proper focus for action. 

• Refraining questions, A technique in which questions are 
restated in different contexts so participants find new viewpoints 
for understanding a problem is known as reframing questions. 
With new viewpoints, participants can develop different prob- 
lem definitions and generate new idccis in terms of each defi- 
nition. 

« Force field analysis. Force field analysis is a problem- 
solving technique for analyzing and dealing with resistance to 
change. It works to stimulate people's creative thinking by 
defining the organizational vision, identifying and maximizing 
strengths of forces, zmd identifying and minimizing their weak- 
nesses. Figure 7 illustrates the tug-of-war among forces that may 
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Figure 7. Force Field Analysis. 



(2) Catastrophe: 
No innovation in 
products or marketing 



(1) Problem: How to foster 
a better climate for 
innovation and creativity 



(4) Forces 



(3) Optimum: 
High innovation with 
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A person with a nsw product idea 
not knowing where to take the 
idea if his/her supervisor doesn't 
like it 



A brainstorming meeting producing 
uninspired or impractical ideas or 
ideas that don*t get acted on 



Performance appraisals and 
rewards tliat encourage short-term 
profits and status quo operations 
at the expense of long-term 
investment in needed innovations 



A new product succeeding in 
the market because of up-to-date 
information on consumer values 
and life-styks 



An individual finding time to 
incubate a problem, literally 
"dreaming up" a solution 



Senior management clearly stating 
a vision of the organizations 
future and the requirements for 
market-oriented, innovative new 
products and services 



Source: W. C. Miller, The Creative Edge, © 1987, p. 73, Reading: 
Mass.. Addison- Wesley Publishing Co., Inc. Repriiiied with permission. 



inhibit a person's or an organization's ability to move toward 
optimal solution of a problem. 

Intuitive Thinking. The following techniques and pro- 
cesses are related to intuitive thinking. 

• Force fit/forced relationship. Force fit/forced relationship 
is a process for putting together concepts that appear to have 
nothing in common. If a group's members are not generating 
new ideas, a facilitator will guide them on a mental excursion away 
from the problem. Group members will be asked to draw anal- 
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ogies or develop oxymorons (such as "open enclosure" or "false 
truth"). After a while, the facilitator asks group members to find 
(to force) an association between the analogies or oxymorons 
and the original problem. The facilitator may start a "get-fired" 
discussion in which the group is challenged to come up with 
solutions that would work but that would also lead to getting 
its sponsors fired. Once such a solution is identified, the group's 
task becomes finding ways to scale it down so that the problem 
is solved without jeopardizing anyone's job (Ulschak, Nathan- 
son, and Gillan, 1981). 

• Brainstorming. Brainstorming is a group-based, idea- 
generating technique. The group is led by a chairperson who 
controls time, presents the problem to be worked out, anu con- 
sols the process. The idea-generating phase typically lasts one 

to one and one-half hours. Participants then categorize the ideas, 
evaluate their potential usefulness, and recommend the most 
promising ones to the "problem owner." 

• Lateral thinking. As noted in this chapter^s theory sec- 
tion, lateral thinking is a process used for escaping convention<J 
ways of looking at problems. Training in this process primarily 
involves helping participants learn to challenge their own assump- 
tions and to develop awareness that methods other than straight, 
logical reasoning can solve problems. 

• Divergent thinking. A process for expanding the view of 
a problem, divergent thinking involves thinking in different ways 
about the problem as a whole without necessarily trying to solve 
it. In divergent thinking, a person tries to connect ideas for which 
connections are not apparent; the resulting combinations may 
lead to a previously unsuspected solution to a problem. 

• Synectics. In practice, synectics is a group-based, prob- 
lem-solving technique that stresses control over the creative en- 
vironment and reasoning by analogy. The term synectics come 
from the Greek and means "the joining together of apparently 
irrelevant eleraents." Synectics, which was discussed more fully 
earlier in this chapter, involves the following: 

• Presenting the problem as given 

• Conducting a short analysis of the problem as given 

• Clarifying and simplifying the problem as given 
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• Reinterpreting the problem through analogy and metaphor 
(making comparisons such as "the heart is a pump") 

• Leaving the problem as given and playing with the analogies 
and metaphors 

• Forcing a metaphor or analogy onto the original problem 

• Redefining the problem 

Crmtivity-Relevant Skills. Research demonstrates that 
there is an identifiable group of creativity-relevant skills that 
must be available to a person if he or she is to achieve success 
v^ith the creative techniques described above. According to 
Arnabile (1983), people demonstrate use of these skills by 

breaking the perceptual set, 

breaking the cognitive set, 

understanding complexities, 

keeping responses open as long as possible, 

suspending judgment, 

using wide categories, 

remembering accurately, 

breaking out of traditional performance modes, 
perceiving creatively, 
using idea-generating investigations, 
concentrating effort and attention for long periods, 
persisting in the face of difficulty, and 
maintaining high levels of energy and productivity. 

In addition to having these behavioral skills, creative 
people tend to have certain correlated personality characteristics, 
including 

work-related self-discipline, 
ability to delay gratification, 

tolerance and perseverance in the face of frustration, 
independence of judgment, 
tolerance for ambiguity, 
high autonomy, 

absence of sex-role stereotyping. 
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internal control mechanism, 
risk-taking orientation, 

self-initiated, task-oriented striving for excellence, and 
nonconformity. 

Creative acts— the formation of nev\^, useful combinations 
of ideas— do not happen in a vacuum. To be creative, a person 
first must be aware of a specific problem, task, or technology— 
and he or she must be motivated to v\^ork on it. Further, the 
person must have at hand both the v\^orking knov\^ledge and skills 
that together can illuminate a new solution. Finally, the person 
mu. t have the combination of behavioral and personality traits 
listed above to mold these attributes, knowledge, and skills into 
an action-oriented whole. 

Even if an employee possesses all the personal elements 
necessary for creative output, however, nothing is likely to hap- 
pen if an organization does not establish a creative climate. Ac- 
cording to David Campbell (1985, pp. 87-99), senior fellow at 
the Center for Creative Leadership, there are seven organiza- 
tional barriers that can hinder people's individual creativity: 

1. Fear of failure 

2. Preoccupation with order and tradition 

3. Resource myopia (failure to see the strengths and weakness 
of the people around you) 

4. Overcertainty ("the specialist's disease") 

5. Reluctance to exert influence 

6. Reluctance to play (unwillingness to cultivate fantasy) 

7. Excessive reward for success (creating too much anxiety) 

To be creative in an organization that has and perpetuates these 
barriers, a person must learn how to circumvent or change them. 

In a positive vein. Miller (1987), Raudsepp (1987), and 
Pearson (1988) discuss the environment and )pportunities that 
an organization can create to foster a culture that directs peo- 
ple's energies toward the achievement of innovative results. 

Raudsepp (1987) and Pearson (1988) describe how orga- 
nizations can foster innovation and creativity: 
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• By developing and maintaining a corporate environment that 
values improving performance above everything else 

• By encouraging managers to experiment with new forms of 
organization to maximize the creative support people can 
give to one another 

• By celebrating individual contributors and de-emphasizing 
the anonymity of group rewards and commendations 

• By permitting innovative ideas to rise above the demands 
of running a business 

• By recognizing that efforts to improve the creative cliniate 
will meet resistance and inertia but being persistent in en- 
couraging it 

• By clearly defining a strategic focus that lets the organiza- 
tion channel its innovative efforts realistically, in ways that 
have market payoff 

• By encouraging and training subordinates to open them- 
selves to new ideas and new experiences 

• By encouraging responsible individuality and maturity 
throughout the organization from entry-level workers to the 
executive branch 

• By providing a safe atmosphere for failure by regarding er- 
rors and mistakes as opportunities for learning 

• By providing creativity training and workshops 

• By knowing where to look for good ideas and how to build 
on them once they are found 

• By allowing creative people to take as large a part as possi- 
ble in overall decision making and in the formulation of long- 
term plans 

What Constitutes Competency in Creative 
Thinking? What Constitutes Mastery? 

It is not possible to measure the success of creative think- 
ing in a way that demonstrates a person's generic competence 
or mastery of creative skills. This is largely because creative 
thinking is domain-specific; that is, it is related to a particular 
subject(s). For example, a person may exhibit creativity in, say, 
architectural design but be totally inept at writing poetry or 
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developing a strategy to market a new product. Therefore, a 
person's competency or mastery may not be transferable to other 
subjects but may have its anchor in a particular area(s) of ex- 
pertise. 

It is possible, however, for individuals to demonstrate their 
creative competence or mastery in the workplace in two areas. 
The first area is creative problem solving, which refers to a per- 
son's ability (alone or in a group) to discover new solutions to 
existing problems or to identify problems in new ways that pro- 
mote their solution. The second area is creative innovation, that 
is, development of new products, market strategies, packaging 
solutions, production processes, and so forth. Nevertheless, peo- 
ple will be successful in one or both of these areas only to the 
extent that an organization encourages a climate of creative 
chanct taking and opportunities for implementing useful ideas. 

Mastery of the creative process can be described as the 
integration of intellectual capabilities complemented by exper- 
tise in a wide range of subject-specific areas and fueled by in- 
cense self-motivation, resulting in high creative productivity. 

What Is an Example of a Successful Workplace 
Training Program in Creative Thinking? 

Procter & Gamble (P&G) makes home products, including 
synthetic detergents, soaps, cleaning products, food products, 
paper products, and health and personal care products. It has 
been estimated that 98 percent of U.S. households have two or 
more Procter & Gamble products at any given time. The com- 
pany, which employs 78,000 people worldwide, surpassed $1 
billion sales in 1987. 

P&G is a progressive company that has offered trailing 
in creativity to its employees for more than twenty-five years. 
Creativity is ingrained in the corporate heritage and culture, 
as reflected in a senior nianager's comment: "The first time i 
came to work, people were talking about change and improve- 
ment." P&G believes that it is every employee's responsibility 
to be creative. Thus, the purpose of its creative thinking skills 
course is to help employees bring about workplace innovation 
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by finding and using "novel and useful ideas or solutions to prob- 
lems that can be implemented." i other words, it is not enough 
for employees to generate creative ideas; their creative ideas need 
to be put into use. 

P&G placed renewed emphasis on creativity in 1987 as 
part of its sesquicentennial (150th anniversary), which celebrated 
the theme "Excellence Through Commitment and Innovation." 
At that time, a new version of the creavivity course was designed 
and developed with assistance from the Center for Crj^ative 
Studies of Buffalo, New York. 

All P&G's training programs are offered through the cor- 
porate training and development office located in Cincinnati, 
Ohio, and are open to all its U.S. employees. Programs are 
funded through the budgets of the locations in which the employ- 
ees work, and employees attend courses on company time. The 
creative thinking skills course is open to employees at all levels 
and is volur.tary, as is nearly all training at P&G. Employees 
usually learn of the course through word-of-mouth, through 
employees who have attended the course and recommend it to 
their peers and subordinates. Employees may also learn about 
the course from a course catalogue that is published every three 
months or from supervisors who may recommend that employees 
take the course. 

Historically, P&G has valued employee diversity in race, 
gender , and age. The creativity course has helped the company 
appreciate more subtle differences among people because the 
course brings participants to a higher level of understanding 
about the importance of individual creativity. P&G believes that 
people inherently want to grow and contribute to organizational 
success; the skills they develop in the creativity course help them 
to do so. 

The creative thinking skills course is a highly interactive, 
two-day course based on a collaborative learning model. The 
course is delivered by the Center for Creative Studies, but P&G 
employees serve as coaches who assist with the cuurse's small 
group activities. The course begins by providing participants 
with a framework for understanding the concept of creativity. 
Creativity is demystified for participants as they learn that it 
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is not magical and does not happen by accident but is a com- 
plex concept composed of four parts: person, process, product, 
and environment. 

Participants also learn that sustaining creativity is i func- 
tion of knowledge, of how well a person knows what he or she 
is doing. Employees learn the importance of being aware of their 
skills and weaknesses in terms of fluency in developing ideas, 
flexibility, ability to elaborate or build on ideas, and originality 
of thinking. To be personally creative, an employee must use 
a sense of curiosity by asking "Why?" An employee must also 
exercise imagination and be willing to take calculated risks and 
deal with complexity. 

The course explores many avenues for expressing creativ- 
ity, such as through writing, drawing, or other arts. Every par- 
ticipant leaves the course with something that he or she has 
created. The course also emphasizes that a person may need 
a change of mind-set in order to be creative. Employees must 
be deliberate about exercising creativity rather than waiting for 
it to happen. In the course, participants focus on the process 
of creative problem solving, which includes identifying and 
understanding a problem, generating creative ideas for its solu- 
tion, and then executing and implementing one or more of those 
ideas. 

Time is set aside for individual reflection, small group 
activities, and journal keeping. The course provides a wide 
variety of activities to meet the needs of participants' learning 
styles. It is designed to be effective for either a group of people 
who work in the same unit or department, for a group of peo- 
ple from different organizational levels, or for people from 
different units or departments. A secondary benefit of the course 
is the networking that begins among people during the small 
group activities and often continues after the course. 

The majority of course time is spent on the concepts and 
techniques outlined above. The remainder is spent working on 
problems, both personal and work related, that the participants 
bring to the course. 

Course evaluation consists of extensive research compiled 
one, three, and six months after the course's completion. This 
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evaluation looks at how participants have used their newly 
learned skills on the job and, consequently, how their jobs have 
been affected (William Lambert, telephone interviews, Septem- 
ber and October 1988). 

What Should Be Included in a Generic 
Workplace Creative Thinking Curriculum? 

Exhibit 10 provides aid in designing a creative thinking 
curriculum. 

Exhibit 10. Creative Thinking Skills: 
The Problem-Solving Perspective. 



Administer Torrance Test of Creative Thinking at beginning and condusion 
of workshop to measure increased performance. 

What are the objectives of this training? 

-To demonstrate to participants why creative thinking is essential for success 
in the workplace 

-To master some techniques of creative thinking that can be used to 

increase levels of creative response on the job 
-To build skills in applying creative thinking to group and individual 

problem-solving situations through instruction, practice, and reinforcement 

exercises 

What is involved in problem recognition and definition skills in creative 
problem solving? 

-Trainer and participants examine intuitive problem-stating style. 
-Participants practice several procedures or parts of procedures for defining 
problems. 

What is the process for generating ideas? 

-Trainer and participants examine idea-gtneration proceduics (unusual uses 
for mundane items exercise). 

-Trainer select, a noun randomly and instructs participants to think of as 

many uses as possible. 
-Trainer has participants pick a common problem and list as many 
solutions to the problem as possible. 
-Participants practice several idea-stimulating procedures or parts of pro- 
cedures, working individually. 

What is a basic creative problem-solving procedure? 
-Trainer facilitates a brainstorming type of interactive group session that 
combines definitional and idea-generating procedures. 



ERLC 



231 



Creative Thinking 



209 



Exhibit 10. Creative Thinking Skills: 
The Problem-Solving Perspective, Cont'd. 



-Trainer and participants examine methods for evaluating ideas that were 
generated. 

- Trainer encourages participants to invent their own problem-solving 
systems by combining parts of procedures that have been discussed and 
practiced. 

-Trainer analyzes elements of day's activity from the participants* point of 
view as "what/why" statements. 

What is the role of interpersonal skills awareness? 

-Trainer prepares the way for interpersonal aspects of creative problem 

solving; cx^'rcises and discuwion topics include Kolb's learning style inven 

tory and active listening. 

How do you extend and modify basic problem-solving procedures to make 
them useful in specific situations? 

-Trainer introduces the concepts of personal accountability for and multi- 
dimcnsionalit/ of ideas, relating these to generalized framework, 
-Participants prepare aiid implement personal action plans, 
-Using a matrix, panicipants combine material into "what/why" constructs 
and apply them to case studies in creative problem solving. 

Source: Adapted from Rickards and Frecdman, 1979, p. 6. 
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Developmental Skills: 
Managing Personal and 
Professional Growth 



Personal management skills are the building blocks for good 
morale, a focused work life, and even organizational productiv- 
ity. A strong foundation of skills in self-esteem, motivation/goal 
setting, and employability/career development influences the 
behavior, attitudes, and desires of workers and ultimately con- 
tributes to an organization's ability to carry out its mission and 
strategies. 

These skills form a subtle undercurrent that reaches into 
every aspect of an employer's organization. Therefore, they are 
essential for everyone in the work force, from new, entry-level 
employees through the experienced workers who are the back- 
bone of every organization. 

In the past, employers attempted to "cream" the best avail- 
able entry-level workers from the existing labor pool. That is, 
they tried to identify workers who appeared to have good per- 
sonal management and other basic skills, and then they hired 
them. Individuals who were weak in personal management skills 
but lucky enough to find employment were usually relegated 
to low-level jobs; often when the skill requirements of their jobs 
grew beyond their level of competence, they were simply let go. 

In recent years, however, with the shrinking pool of entry- 
level workers and increasing competition among employers, the 
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military, and others to hire the best of that pool, employers are 
facing a different dilemma. In order to fill their factories and 
sales counters, employers must reach below the "cream" to a 
second an«'. third tier of entry-level candidates— to those in- 
dividuals who often have limited personal management skills. 
Therefore, employers are finding that because they cannot hire 
workers who already possess such skills, they must invest training 
dollars to build the kinds of employees who have strong per- 
sonal management skills. 

The employer's dilemma presents tremendous new oppor- 
tunities for school- and government-sponsored "second chance** 
training programs. These programs already offer extensive cur- 
ricula in personal management skills, but now they have the 
potential to be used by employers in tailoring their programs 
to specifically meet workplace needs. Moreover, customized 
training programs in personal management skills would 
significantly improve current efforts to assist the economically 
and educationally disadvantaged in our society to find and hold 
jobs. Many members of the low-income population do not 
possess even rudimentary techniques for finding employment. 
They may have the will to work— and even many of the skills 
an employer seeks— but they are unlikely to be hired because 
they do not know how to respond effectively to job adver- 
tisements or conduct themselves in an employment interview. 
Often, deficiencies in personal management skills are a result 
of their having no effective role model? and mentors who can 
convey these skills by example and through teaching. 

Problems with personal management skills are not only 
surfacing at the entry level or with new hires; experienced work- 
ers may also show deficiencies, although they are often less severe 
than those of the entry-level worker. Experienced workers may 
have vague goals and ambitions but little or no real understand- 
ing of how to pursue them through appropriate training, alter- 
native career tracks, or promotions. Circumstances outside the 
organization, such as mergers, layoffs, and downsizing, some- 
times create feelings of powerlessncw and diminish self-esteem. 
Declining productivity, increasing grievances, high absenteeism. 
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and increases in injuries often result, driving employers to con- 
sider providing personal management training for experienced 
as well as new-hire workers. 

Increasingly, employers are realizing that such training 
will enhance their current and future prospects. By helping their 
workers gain these skills, employers are developing more self- 
aware and satisfied employees. Ultimately, this leads to a more 
effective and productive work force. 
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Self-Esteem: 

Confidence Leads to Competence 



That kind of life is most happy which affords us the most 
opportunities of gaining our own esteem. 

Samuel Johnson, 1709-1784 

What Is Self-Esteem? 

A person who demonstrates a strong sense of self-worth 
may be characterized as possessing a positive self-concept. A 
positive self-concept gives people a firm foundation from which 
to reach their maximum potential in the workplace and in othv,r 
areas of life. Self-esteem flows from a good self-concept. In fact, 
every person's self-concept is made up of three essential elements; 

• Self-awareness— kno\wlGdgG of one's own skills and abilities, 
awareness of one's own impact on others, awareness of one's 
own emotional capacity, and awareness of one*s own needs 
and how to address them 

• Self-image— on^s view of oneself 

• Self esteem— ih^ expression of happiness or dissatisfaction witli 
one's own self-image 

What Theories Support 
Current Training in Self-Esteem? 

Positive feelings about the self play an integral role in the 
life of every successful person. Theoretical exploration of the 
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link between positive self-perceptions and success in life, par- 
ticularly success in employment, reaches at least as far back as 
1890 to the work of the phUosopher William James. James (1890) 
wrote that the self is both a knower and an object of knowledge. 
James further theorized that each person has three selves: (1) 
a material self, or one's body and personal possessions; (2) a social 
self, or a sense of human relations and status; and (3) a spiritual 
self which includes desires, inclinations, and emotions. 

These selves, according to James, interact dynamically 
as we seek to enhance our self-perceptions. Some self-perceptions 
develop in the context of social interaction and are largely in- 
fluenced by the feedback that we get from others (Mead, 1934). 
Such self-perceptions are multidimensional (in that they con- 
sist of the various roles we play) and hierarchical (that is, some 
dimensions are more important to us than others) (Beane and 
Lipka, 1986). Since James's day, many philosophers and psy- 
chologists have explored the issues surrounding the concept of 
self-perception and its importance in a person's life. Modern 
theorists suggest that, for each person, positive self-perception 
needs to be constantly reinforced in some way. 

In the early 1940s, humanistic psychologist Abraham 
Maslo V described a hierarchy of human needs, which includes the 
following: 

• Physiological needs, such as hunger, thirst, and sex, the 
fulfillment of which is basic to human survival 

• Safety needs, such as those for security and freedom from 
threat 

• Social needs, such as those for love, affection, and accep- 
tance by others 

• Self-esteem needs, such as those for self-respect and success 

• Self-actualization, or self-realization, need, such as that for 
self-identity or fulfillment of personal potential 

In Maslow's hierarchy, self-esteem and self-actualization 
are the two highest needs (see Figure 8). Self-actualization en- 
compasses the idea that a mentally and emotionally healthy per- 
son will view himself or herself as capable of functioning 
adequately in any situation. 
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Figure 8. Maslow's Hierarchy of Needs. 




Maslow assumed that needs are fulfilled in the order 
presented; that is, the lowest level of needs (physiological) is at 
least partially fulfilled before the next level (safety) can emerge 
and so on. His theory is widely cited and discussed but has not 
been extensively tested. Questions have therefore arisen regard- 
ing people's regression or uneven movement among the levels 
of need, particularly in a work environment. Some psychologists 
and educators question whether it is necessary for a person to 
fulfill needs in the sequence Maslow identified, believing instead 
that people fulfill their needs in random sequence, depending 
on the situation. 

Since the 1950s, theorists and researchers have specifically 
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explored self-perception's place in human growth and develop- 
ment (see Figure 9). Several fairly consistent ideas about per- 
sonality, behavior, and level of self-esteem have come from these 
theoretical observations and practical research. Among them 
are the following: 

• Self-concept has a central place in personality, acting as a 
source of unity and a guide to behavior. 

• Although self-perceptions are multidimensional and hierar- 
chical, at one level they blend into a general sense of self. 

• Self-perceptions seek stability, consistency, and enhancement. 

• Self-perceptions may be based on roles a person plays, as 
well as on the attributes that a person believes he or she 
possesses. 

• Although the self may be an initiator, self-perceptions mainly 
arise in a social context and are greatly influenced by feed- 
back from significant others (Beane and Lipka, 1986). 



Figure 9. Process of Self-Percciving. 



Affects Self'Perceptions 

Adapts, changes, refines, 
modifies, stabilizes, ^ 
enhances, debilitates' 



Processes Feedback 
Organizes, scans, screens, 
alters, chooses, reflects, '^'v^ 
motivates, judges 



^'^--^ Interacts with the Environment 

Significant others, new 
experiences, information, 








Receives Feedback 

Verbal, nonverbal, 
praise, criticism, 
rewards 



Source. Reprinted by permission of the publisher. From J. A. Beane and 
R. P. Lipka, Self-Concept, Self^EsUem, and the Curriculum, © 1986, p. 17, New 
Yoric: Teachers College Press, © 1934, 1986 by Teachers College, Columbia 
University. All rights reserved. 
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Donald E. Super of Columbia University has linked an 
individual's self-concept with hov\^ he or she goes about select- 
ing a vocation. Super (1953) proposes the theory that people 
strive to implement their self-concept by choosing to enter oc- 
cupations that seem most likely to permit self-expression. There- 
fore, according to Super, occupational behaviors can best be 
understood by viewing them within the context of the individual 
attempting to implement a self-concept. 

What Are the Essential Elements 
of Training in Self-Esteem? 

There is broad agreement on the advantages of ensuring 
that each person has a strong, mature, realistic self-concept that 
leads to positive self-esteem. However, to develop training cur- 
ricula that deal with improving an individual's self-esteem, a 
trainer needs to analyze its component parts so that the train- 
ing can be focused on those areas that will benefit most from 
positive reinforcement. The first element of self-concept is self- 
awareness. 

Self 'Awareness. Self-awareness derives from the satisfac- 
tion of four basic needs. 

1. Knowledge of skills and abilities. People who know their 
skills and abilities are able to evaluate realistically where their 
talents lie, what their strengths are, and how these relate to job 
performance. Not all people possess this knowledge, however. 
For example, homemakers who wish to return to the work force 
or students who have never held full-time jobs may not be aware 
of their skills and abilities and thus their value to potential 
employers. 

2. Awareness of impact on others. People with good self- 
perceptions know that they have an impact on others and that 
other people react positively or negatively toward them, depend- 
ing on the signals (such as tone of voice and body language) 
they send out. They know that to communicate and interact 
well in the workplace, they need to understand the signals that 
provide an indication of the thoughts and feelings of others. A 
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major part of the training for people who have low self-esteem 
involves development of their social adjustment and communica- 
tion skills. An employee who is able to improve these skills func- 
tions much more successfully in reciprocal friendships and in 
relationships with co-workers and supervisors. 

3. Awareness of emotional capacity, A person with a positive 
self-concept is aware of what his or her emotional cutoff point 
is. This individual is better able to cope with stress, deal with 
change, handle criticism, and keep reactions to personal and 
professional tensions within a tolerable range. Problems are part 
of everyday living, but the inability to handle difficult situations 
leaves a person stressed, and stress may manifest itself in with- 
drawal or in angry behavior. Such behavior usually is counter- 
productive in a wor,k environment, and a person who behaves 
negatively may lose promotions or even a job. 

A corollary of the ability to handle stress is the ability to deal 
with change. Change, however positive, may still be stressful. 
For example, moving from the relative freedom of a classroom 
to the more restricted and high-powered demands of an office 
job can be stressful. In the workplace a person needs skill in learn- 
ing how to cope sanely and creatively with all kinds of changes. 

Along with change comes criticism. Criticism may be 
negative or constructive; it may depress workers or challenge 
them. Learning to differentiate between the two kinds of criticism 
is v^ital to achieving maturity and job growth. Learning to deal 
thoughtfully with both types of criticism is essential to main- 
taining a job and moving upward in an organization. 

4. Awareness of self -needs. Self-awareness requires that a per- 
son have enough self-knowledge to recognize when it is time 
to seek more information before taking action. Effective use of 
this skill presupposes capabilities in the areas of critical think- 
ing and decision making. 

Critical thinking is the ability to distinguish truth from 
fallacy, examine alternatives, and evaluate and test the validity 
of claims. The steps of critical thinking (McConnell, 1983) are 

identifying problems, 
asking questions. 
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discovering plans or patterns, 
linking information, 
reaching conclusions, and 
evaluating. 

A mature individual generally follows these steps automatically. 

Decision-making skills allow a person to.move from iden- 
tifying needs and feelings to acting on them with restraint. Sound 
decision making requires more than just knowing facts; it re- 
quires that a person determine the value of each piece of available 
information and infuse that information with a personal value 
system. The decision-making process involves 

setting objectives, 
determining strategy, 
making an action plan, 
implementing the plan, and 
gathering informal feedback. 

Once people feel capable of making their own decisions, they 
begin to have a sense of control over their lives. 

Self-Image. The second element of self-concept is ;ielf- 
image. A healthy, mature person has a positive view of himself 
or herself: "I am a caring person," "I am a good learner," and 
so forth. 

Self-esteem is an expression of a person's happiness or 
dissatisfaction with his or her self-image. For example, i* worker 
may believe that he or she is sm efficient employert but colle-igues 
may not regard efficiency as a positive attribute. Some people 
might be influenced to change to a dysfunctional mode of be- 
havior, that is, become inefficient. A person with high self-esteem 
who believes that it is good to be efficient W3 not \u the negative 
opinions of others influence his or her positive sense of self. An 
efficient worker with high self-esteem will not allcw peers' opin- 
ions to destroy the positive self-image that comes fiom behav- 
ing in a manner consistent with personal values and workplace 
ethics. 
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Self-Esteem. The development of a positive self-image and 
correspondingly high self-esteem begins long before a person 
enters the workplace. In fact, "various vocational psychologists 
have long accepted the theory that self-concept is a significant 
factor in an adult's choice of vocation, preparation for a career, 
and participation in the world of work The choice of a cer- 
tain occupation is an explicit statement of one's self-concept" 
(Holland, 1981). 

A feeling of low self-worth can be changed significantly 
through self-esteem training. The earlier in one's life this rein- 
forcement begins, the better; but even mature adults can learn 
to improve their self-perceptions. The main way to attain a better 
self-image is to gain a feeling of empowerment -for each in- 
dividual to assert himself or herself effectively, to acquire the 
skills to communicate clearly what he or she wants or needs. 
Ultimately, people who sustain positive self-awareness and a 
correspondingly upbeat self-image will be capable of pursuing 
and obtaining a job and of moving up in the workplace. 

What Constitutes Competency in Self-Esteem? 
What Constitutes Mastery? 

It is difficult to train one in self-esteem and even more 
difficult to measure it. Improving the skills that lead to greater 
self-esteem are highly personal and diverse; they cannot neces- 
sarily be measured with a norm-referenced, incremental growth 
scale. There are, however, qualitative criteria that may be used 
as indicators that a person is developing and maintaining clear 
and positive self-perceptions (Beane and Lipka, 1986): 

• Demonstrating willingness to take risks 

• Functioning in an ambiguous and flexible environment 

• Demonstrating willingness to assume leadership and respon- 
sibility 

• Following through on tasks 

• Showing confidence in work and assessing it accurately 

Education and training programs that reinforce positive 
self-esteem should be provided both in and out of the workplace. 
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Several process models for training in self-esteem have been used 
with reasonable success in enhancing participants' self-esteem. 

A generic, open-ended, developmental (process) model 
to enhance peoples' self-esteem is concerned with improving skills 
and abilities and with developing general, transferable knowl- 
edge. The goal is for learners to develop desirable ways of think- 
ing, acting, and feeling that they can use for their own purposes. 

In 1978, a team of British educators led by Geoff Stan- 
ton proposed several process models that can be applied to self- 
esteem training (Stanton and others, 1980). Although Stanton's 
teann developed these models for use in educational settings, they 
are easily adaptable to training in the workplace. Three of the 
models that Stanton's team developed do not offer rigid struc- 
ture but rather suggest plans of action. 

The experiential model is an open-ended model, with em- 
pbisis on participants' acquiring self-awareness rather than 
developing specific vocational competencies. For example, par- 
ticipants' activities may include working together as volunteers 
at a homeless shelter or becoming active in workplace politics. 
The goal is for participants to focus on their personal feelings 
about such a project rather than on mastering the vocational 
skills needed to do the project tasks. 

This approach is very different from most classroom learn- 
ing. Its advantage is that the activities are in and of the real 
world and therefore more motivating in terms of improving self- 
image than the accomplishment of a contrived task ir jght be. 
A potential disadvantage is that activities may be so unstruc- 
tured that learners may not learn as much as was hoped and 
intended; results are not easily xneasured. 

The reflective model enables students to learn generic tech- 
niques for solving problems in diverse experiential situations. 
This personal approach uses participants' own experiences to 
promote their understanding of how the dynamics of one situa- 
tion can be viewed and resolved in a variety of ways, depend- 
ing on differing patterns and relationships. For example, a con- 
flict between a manager and an employee may be seen as either 
a conflict of personalities or of roles. Participants become aware 
of the fact ;hat the way in which a problem is approached often 
dictates the options available for its resolution. Success in com- 
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pleting this process generates a sense of accomplishment that 
leads participants to improved self-esteem. 

A disadvantage of the reflective model is that it assumes 
that the learners have good communication skills and are able 
to work at an abstract level. Also, learners may not see the 
relevancy of "just talking." An advantage is that learners' ex- 
periences are treated as credible, and that in itself may enliance 
their self-esteem. This approach also offers learners construc- 
tive ways of looking at the world, and these outlooks will help 
them deal positively with new situations. 

The counseling model uses group settings to evaluate trainees' 
personal experiences, behaviors, and understanding of other peo- 
ple. Participants learn from each other by describing and discuss- 
ing experiences and examples from their own lives. They learn 
the dynamics of human relationships— the effects that a person 
may have on someone else, and the effects that otJ-ier people may 
have on that person. Clearly, improving interpersonal com- 
munication skills is a vital part of increasing self-esteem. 

The counseling model's advantages are that it provides 
recognition that behavior may be based on feelings and emo- 
tions and that it offers a structured format for learners' explora-- 
tion of feelings and relationships. A disadvantage is that the 
experience may turn into a group therapy session in which the 
learning of new action skills (such as decision making) is 
neglected. Without a conscious effort by the trainer to tic par- 
ticipants' new learning to improved self-perception, that primary 
goal of the experience may not be achieved. 

In contrast to process approaches, a product approach to 
teaching self-esteem primarily focuses on achievement of a tangi- 
ble end product through a demonstration of skill— ouch as writ- 
ing a job-related memo or building an engine. A product 
approach is useful in teaching self-esteem because demonstrable 
evidence of skill mastery may boost participants' self-confidence. 
Process and product approaches are both valid training tech- 
niques, but one may be more appropriate than the other, de- 
pending on the situation. Most successful adult training models 
for self-esteem incorporate process techniques inio an overall 
product approach. 
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Much has been written about how adult learners are m^rc 
motivated to learn when they can see the immediate applicability 
of what they are learning. Learning is also facilitated when 
learners are able to see their work's results and, consequently, 
feel an immediate sense of accomplishment. ''The strongest and 
most lasting *gocd' feelings come from learning and growing on 
the job, expanding one's competence, increasing one's mastery, 
becoming recognized as an expert" (Nierenbcrg, 1973). Teaching 
self-esteem skills in a job context has the advantage of linking 
the enhancement of positive self-image to the actual work cir- 
cumstances that will most affect the participant. 

What Are Examples of Successful 
Workplace Training Programs in Self-Esteem? 

Self-esteem training is offered in many settings, from 
traditional public schools and "second chance" job training pro- 
grams to the wc kplace. Below are examples of successful pro- 
grams in all three areaf^. They show how this training challenge 
can be met in both preemployment and workplace environments. 

Educational Institutions. It is difficult to know whether 
self-esteem is being addressed as a distinct skill in primary ant. 
secondary schools. Local school districts have a high degree of 
autonomy and may determine for themselves what to include 
in various curricula. Therefore, some school districts offer self- 
esteem enhancement training while others do not. Several na- 
tional organizations and many state school boardi have advo- 
cated teaching self-esteem as a part of school curricula, but it 
is not known how many local school districts do so. Although 
it is possible to find curricula for teaching self-esteem that were 
developed by school boards, teachers, and organizations, no 
reliable statistics are available to confirm the extent of their ac- 
tual use. 

Where it does occur, self-esteem enhancement training 
is most probably integrated into traditional educational curricula. 
That is, the skills are taught in the context of courses such as 
social studies or health sciences, not as a separate skill area. 
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One successful effort to establish an atmosphere that en- 
hances self-esteem has taken place at Jefferson Middle School 
in Olympia, Washington. For thirteen years, this school's prin- 
cipal has worked for and been successful in improving the self- 
esteem of students and teachers. The program focuses on the 
dynamic interplay between the principal and the faculty and 
between the faculty and the students. All players are made to 
feel important and valuable. Teachers are encouraged to try new 
ideas and develop creative teaching methods, and problems are 
openly discussed with teaching peers and the principal. 

For students, an important aspect of the program is a daily 
advisory class. When students enter the middle school, they are 
assigned to small groups. Each group meets a teacher-adviser 
every school day until graduation, up to three years. In this set- 
ting, issues directly related to self-esteem and self-awareness are 
raised. Teachers follow the social and academic progress of their 
students to the point of interacting with other teachers about 
the cause of an advisory student's low grade. 

But advisory classes are not the only place students find 
a supportive environment. The entire school operation is a model 
of positive encouragement. A key to program success is that 
teachers accept accountability for students' performance. Stu- 
dents seldom merit failing grades, however, because teachers 
make every effort to work with students to find and eliminate 
the causes of their poor behavior or performance, thereby avoid- 
ing the need to assign failing grades. 

Students believe that their teachers sincerely care about 
them. The value of this caring environment is reflected in two 
facts: More teachers request placement at Jefferson than there 
are positions available, and Jefferson graduates who go on to 
the local high school have a drop-out rate of less than 2 percent 
(Tom Eisenmann, telephone interview, November 1987). 

Private Sector. Corporations do not, as a rule, directly 
address such ''soft" issues as self-esteem — unless, of course, eco- 
nomics determine otherwise. When the existln^^ labor pool sup- 
plies sufficient numbers of exmployees who project high self- 
esteem, there is little incentive for companies to hire people with 
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self-esteem deficiencies and train them. If, however, there is a 
labor shortage and the only available people exhibit self-esteem 
problems, an employer may have no realistic alternative but 
to hire them— and if the employer is v\^ise, to train them. 

One popular self-concept/self-esteem training workshop 
is conducted at the Washington Hospital Center (WHC), a 
4,700-employee, not-for-profit, acute-care teaching hospital in 
the heart of Washington, D.C. The 871-bed hospital is a member 
of the Medlantic Healthcare Group and has approximately 
32,000 in-patients per year. 

Entitled "Self-Concept and Self-Esteem: Keys to Unlock- 
ing Human Potential," the workshop was developed by the 
hospital's human resource development (HRD) department to 
complement and balance the hospital's other skill-based and pro- 
fessionaJ. development training courses. Of the hospital's several 
strategic goals, the self-concept/self-esteem course directly ad- 
dresses the goal of humanizing the hospital's environment for 
patients and employees. To provide excellent, humane patient 
care, HWC believes that employees need to understand the im- 
pact of their own "self-concepf and its relationship to their feel- 
ings of self-worth and the work that they do. 

The workshop enhances participants' skills by helping 
them to (1) increase their awareness of self-concept; (2) under- 
stand, through a values clarification exercise, the personal values 
with which they operate; (3) look at personal life choices and 
how a person affects and is affected by those choices, and (4) 
set goals for improving their self-esteem. 

Course content is related to a broad range of life and work 
experiences. Special focus is placed on applying these experiences 
to challenges in the work environment. Examples of situations that 
arise in each employee's work environment are used to illustrate 
the concepts to be learned and to provide a functional context. 

The one-day workshop is experiential and interactive. It 
uses a variety of learning approaches, including self-reflection 
exercises and group and individual exercises. The course devel- 
oper believes that it would be useful to expand the workshop 
to one and a half or two days in order to cover additional con- 
cepts and techniques for enhancing self-esteem. 
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To begin the workshop, the instructor has participants 
introduce themselves and tell others about their interests. The 
instructor then gives each participant a list of questions designed 
to provide insights into his or her personality, and the parti- 
cipants share their ansv\rers v\rith the group. 

Topics discussed in the course include the importance of 
self-concept, human potential, how people are defined, and each 
participant's future plans for improving his or her self-concept 
and self-esteem. The instructor uses several measures of self- 
concept or personality type to evaluate aspects of each partici- 
pant's self-concept and style of self-management. These include 
the Myers-Briggs Type Indicator and Element "S'' of the FIRO-B 
(Fundamental Interpersonal Relations Orientation-Behavior) 
instrument. On the basis of the knowledge gained from the 
course, participants develor Indiviclu^l action plans to state their 
goals for working toward an improved self-image. 

The sclf-concept/self-esteem workshop was developed in 
1987. Between 1987 and 1989 forty-five employees completed 
the course. As this book went to press, three additional courses 
were planned for 1989, with a projected enrollment of approx- 
imately seventy-five. 

The workshop is just one of 120 courses that the HRD 
department offers each year. The department has grown in size 
and popularity since its founding in 1978, when orJy nine work- 
shops were available per year. HRD courses are available to 
all employees, and most courses, including the self-concept/self- 
esteem workshop, are voluntary. All are offered on hospital time. 
The sessions are paid for through HRD's budget; empl /ees 
attend for free. 

Evaluation of the Washington Hospital Center^s tra. ang 
programs takes on many forms. Reaction sheets are com*, on. 
In addition, two or three months after a program, instructors 
and pp,xticipants occasionally meet for lunch to discuss results. 
Participants also receive follow-up letters, and managers and 
supervisors report success stories about participants whose job 
performance improved after training. For the self-concept/self- 
esteem course, evaluation consists of a reaction sheet participants 
complete at the end of the course. No determination has yet 
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been made as to the longer-term impact of the course on em- 
ployees* job performance (Rosalind Jeffries and Bernard E. 
Robinson, telephone interviews, May and August 1988). 

Public Sector, Public programs art probably the source 
of most training to enhance adults' self-ejteem. Most of these 
programs have been developed under funding from the federal 
Job Traming Partnership Act QTPA). JTPA programs also pro- 
vide other job-readiness training to targeted groups, including 
youth, older Americans, parents on welfare, veterans, people 
with disabilities, displaced homemakers, and dislocated workers. 
Although the various programs differ somewhat because they 
are run by different local agencies and organizations with diverse 
trainees, they all share the same objective: to help their clients 
become more employable. JTPA programs characteristically 
have well-defined curricula with tested and measured results that 
show them to be generally successful in improving participants' 
self-esteem. 

In 1986, the 70001 Training and Employment Institute 
devebped an operations manual for the California State De^jart- 
ment of Education and the California State Job Training Coor- 
dinating Council. This manual is representative of the programs 
available, particularly to JTPA youth participants. The opera- 
tions manual that 70001 developed for youth education and 
training includes a unit on ho>v to enhance learners' self-esteem 
and help them achieve the self-actualized state that is an avenue 
to improved chances for success. 

The unit deals broadly with motivating youth and devel- 
oping their interpersonal relationships through the mechanism 
of afiiliative organizations that provide recognition for positive 
achievement. One reason for establishing an aflSliative organiza- 
tion is to meet participants' self-esteem needs. This is accom- 
plished by providing structured situations in which participants 
are offered positive experiences and find a wealth of opportunities 
for success. The program includes a recognition system that helps 
trainees feel accepted, competent, and nondependent and to 
aevelop a better sense of who they are. As the manual explains: 
"[A] recognition system, like any other tool, seldom is effective 
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when used alone. But used in conjunction with solid counsel- 
ing, empathic support, and consistent guidance from staff, rec- 
ognition systems can be a valuable tool in helping trainees learn 
to be successful" (70001 Training and Employment Institute, 
1986). Recommended recognition tools include awards, photo- 
graphs and newspaper articles about trainee achievements, and 
displays of trainee artwork and writings. 

There are also other means for satisfying trainees' self- 
esteem needs. Peer tutoring and mentoring involve using train- 
ees who have developed a positive self-image to help those in 
need of self-esteem training; this bolsters the tutor's self-esteem 
while simultaneously providing a positive role model for the 
trainee. Leadership roles enhance individuals' self-esteem, espe- 
cially if program staff members carefully monitor the trainee/ 
leader's challenges; this provides an opportunity for people at 
all skill levels to be challenged and grow. Success-oriented train- 
ing that is the equivalent of competency-based instruction pro- 
motes pride in achievement because it provides clear proof that 
the trainee has achieved predetermined objectives. 

Ideally, by allowing trainees to discover and develop Jieir 
own strengths and abilities, this type of program will lead them 
to become self-actualized. Trainees are often motivated by the 
satisfaction that comes from reaching established goals and the 
pride that comes from accomplishment. The result is a positive 
self-perception that helps a young person adapt and make prog- 
ress in society at large (Kim L. McManus, telephone interview 
October 1987). 

What Should Be Included in a 
-Generic Workplace Self-Esteem Curriculum? 

Exhibit 11 provides information on a self-esteem cur- 
riculum. 



Exhibit 11. ScIf-Estccm: The Power of Positive Self-Thinking. 

What arc the objectives of this training? 
-To teach teclmiques for building self-esteem 
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Exhibit 11. Self-Estcem: The Power 
of Positive Self-Thinking, Cont'd. 



-To demonstrate to participants how increased self-esteem will help them 

improve their work performance 
-To perform real-world exercises that will incrementally build self-esteem in 

participants and help them recognize and avoid self-destructive behavior 

How do you determine your self-esteem quotient? 
-By making a self-concept inventory that describes each participant 
according to the following criteria and then putting a plus ( + ) or minus 
( ~) beside each item to indicate strength or weakness: 

-Physical appearance 

-Relating to others 

-Personality 

-How others sec you 

-Performance on the job 

-Performance outside the job 

-Mental functioning 

-Sexuality 

-By performing an accurate self-assessment that includes acknowledging 
and remembering strengths and describing weaknesses accurately, 
specifically, and nonpejoratively 

-By separating out weaknesses and rewriting them by using nonpejorative 
language, accurate language, and specific rather than general language to 
describe the self and by trying to find a corresponding strength for each 
weakness 

-By acknowledging strengths through the recall of positive thmgs others 

have said about one 
-By writing a new, realistic description of the self that coveis all eight areas 

of the self-concept inventory 

-By acknowledging each participant's strengths through daily affirmation, 
reminder signs, and active integration 

How do you combat self-distortion? 

-By writing down self-statements that "murder^ self-esteem 

-By examining self-statements for distortions such as overgeneralization, 

global labeling, filtering, polarized thinking, self-blame, and personalization 
-By writing rebuttals about the self using an imaginary support person who 

can be positive, accepting, assertive, rational, and compassionate 

How do you avoid the tyranny of the "shoulds"? 
-By comparing "shoulds" with their basic value systems 
-By determining whether or not "shoulds" are in conflict with your values 
-If "shoulds" and your values arc in conflict, by revising them to reflect the 
reality of your needs 

How do you handle making mistakes? 

-By feeling good about yourself in spite of mistakes 
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Exhibit 11, Sclf-Estccm: The Power 
of Positive Self-Thinking, Cont'd. 

-By performing exercises such as the following to raise "mistake" 
consciousness: 

-Realize thai everyone makes mistakes 
-Forgive yourself for making mistakes 

-Visualize mistakes as a natural consequence of living and limited 
awareness, and affirm self-worth 

How do you handle criticism? 

-By discussing how reality influences each participant's view of criticism in 
terms of the following: 
-Innate constitution 
-Physiological state 
-Emotional state 
-Habitual behavior patterns 
-Beliefs 

-By discussing the three ineffective response styles to criticism: being 

aggressive, being passive, or being both 
-By discussing the three effective response styles, acknowledgment, clouding 

(token agreement with a critic), and probing (clarification) 
-By learning how to counter criticism effectively by removing self-esteem 

from the picture and comparing the reality of what the critic is saying with 

what is constructive and what is accurate 

What is your wants inventory versus your needs quotient? 
To answer this question, one takes the following steps: 
-Develops an inventory of wants to raise awareness 

-Evaluates the inventory and determines in which wants or needs assertive- 
ness and self-esteem seem to desert you, .^nd then negotiates what is impor- 
tant by being clear and assertive 
-Each participant should work on t^ree requests he or she wants to make 
of another person and then transfers the successful experience to someone 
in one's life who really can fulfill specific wants (practice makes perfect); 
guidelines include the following: 

-Keeps requests small 

-Keeps requests simple 

-Doesn't blame or attack 

-Is specific 

-Uses high self-esteem body language 
-Mentions positive consequences 
-Sets a mutually agreeable time for the conversation 
-Keeps a log documenting details of improvement 



Source: Adapted from McKay and Fanning, 1987. 



CHAPTER 



Motivation and Goal Setting: 
Developing a Personal Game Plan 



You cannot bestow motivation on anyone; you can give an 

employee a raise, or a promotion, or even ? kick in the rear, 

but you cannot "give" him the urge, the desire, the strong 

wish, to achieve a goal. That must come from within, 
Lcfton, Buzzotta, and Sherberg 
Improving Productivity Through People Skills, 1980 

What Is Motivation/Goal Setting? 

Motivation and its subset, goal setting, may be viewed 
from two perspectives. One concerns a person's internal needs 
and goals and the interrelationships among them, the other con- 
cerns a person's external behavior and how employer institutions 
can motivate people toward greater goal attainment and needs 
satisfaction. This discussion considers both viewpoints about peo- 
ple's motivations for behavior on the job and off. According to 
psychologist Edwin Locke, the ability to set conscious goals is 
a major determinant of a person's motivation for performing 
tasks. Thus goal setting is a primary technique applied to both 
internal and external motivational approaches. 

People are internally motivated by the need for self-actual- 
ization that usually is demonstrated by their desire to develop 
their strengths and peiform to the best of their abilities. A per- 
son may feel "an unsatisfied need that creates a state of tension 
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causing the individual to move in a goal-directed pattern toward 
need satisfaction and equilibrium" (Lewis, 1983, p. 185). In other 
words, people "are motivated by the satisfaction that comes with 
reaching established goals and the pride they can take in their 
accomplishments" (70001 Training and Employment Institute, 
1986, p. 153). Motivation/goal setting is directly related to self- 
interest, and when people's self-interest is stimulated and achieved, 
their self-esteem is enhanced, further motivating th,em to bet- 
ter performance of life tasks. As the old French prOverb tells 
us, "Nothing succeeds like success.'' 

Striving for successful performance in the workplace is 
a major life task that requires a person to be motivated to work 
well — to perform to the best of his or her abilities and to com- 
plete work on time, within specifications, and under supervi- 
sion. A person's workplace success results from both internal 
and external motivation/goal setting. Internal motivation/goal 
setting involves the background a person brings with him or 
herto the workplace, including personality, attitudes, work ethic, 
self-esteem, and economic and psychological needs for achieve- 
ment. External motivation/goal setting primarily relates to cir- 
cumstances and activities — such as work environment, 
organizational culture, organization of work, specific job con- 
tent, organizational goals, supervision, and reward structure— 
that are initiated or reinforced by an employer organization. 

In summary, work motivation is "[a] set of energetic forces 
that originate both within as well as beyond an individual's be- 
ing, to initiate work-related behavior, and to determine its form, 
direction, intensity, and duration" (Pinder, 1984, p. 8)anrf"[a] 
description of the forces acting on or within a person that cause 
the person to behave in a specific goal-directed manner" (Hell- 
riegel, Slocum, and Woodman, 1983, p. 169). 

Charles A. Gajrfield, a clinical professor at the University 
of California at San Francisco Medical School, discovered that 
less successful people, regardless of career field, had no regular 
pattern of preparation, mental attitude, and methodology that 
they applied to life or work situations. He believed, however, 
that these characteristics could be taught to and developed in 
a person who looked inside himself or herself for the resources 
to meet life's challenges (Lewis, 1983). 
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What Theories Support Current 
Training in Motivation/Goal Settin-^ 

Goal setting has been identified as a major motivational 
strategy. At its most effective, goal setting motivates an employee 
to perform well on the job and thereby meet organizational needs 
as well. Goal-setting theory states that intentions are better 
predictors of a person's work behavior than are perceptions,, 
beliefs, or attitudes. Therefore, when employees at all organiza- 
tional levels learn to set their own work-related goals, employers 
can better predict, plan for, and assess individual work behavior 
and its outcomes. 

Other principles of goal-setting theory include the following: 

• Higher and harder goals will result in higher levels of per- 
formance than easy goals will. 

• Specific goals will result in higher levels of effort than vague 
goals will. 

• Incentives such as money, feedback, and competition will 
have no effect on behavior unless they lead to a person's set- 
ting or acceptance of specific, hard goals (Pinder, 1984, p. 
160). 

Experts in goal setting, Locke and Latham (1984, p. 18) 
describe goal setting as a technique and identify practical ways 
in which goals facilitate performance by directing a person s at- 
tention and action, mobilizing a person's energy and effort, in- 
creasing a person's persistence, and motivating a person to 
develop appropriate task strategies. 

Locke and Latham identify other benefits that goal set- 
ting may bring an employee, such as "increasing a liking for 
the task, relieving boredom, increasing satisfaction with per- 
formance, and increasing recognition, self-confidence, and pride" 
(1984, p. 26). 

Goal setting, which is both a theory and a practical ap- 
plication, is a widely accepted motivational technique. Because 
of its inclusion in and applicability to several other theories of 
work motivation, goal setting is considered to be an integrative 
theory. Whether as a theory or a technique, goal setting can be 
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applied to the individual at work and to organizational needs. 
In practice, it is individuals who can learn how to set goals and 
to follow through to reach them. 

Latham explores the personal and organizational benefits 
of goal setting. "Goal setting," he states, "is important for in- 
creasing self-efficacy because without goals people have little basis 
forjudging how they are doing. Self-motivation is sustained by 
adopting specific attainable subgoals that lead to large future 
goals. Subgoal attainment provides clear markers of progress, 
which in turn verifies [sic] a growing sense of self-efficacy" 
(Latham, 1988, p. 568). 

Other theories of work motivation are often categorized 
as either content or process. The content theories describe the 
internal factors that influence behavior. The process theories 
describe how those internal factors interact in an external work 
setting to determine behavior (Hellriegel, Slocum, and Wood- 
man, 1983). 

Content Theory 

Theory of Needs. Maslow's hierarchy of human needs 
theory was discussed in Chapter Eleven and illustrated in Figure 
9. It concerns internal motivation (motivation arising from a 
person's internal needs and goals) and is frequently cited in 
discussions and definitions of work motivation and resulting 
training programs. 

Motivator/Hygiene Theory. In 1959, in an attempt to gain 
better understanding of work satisfaction, industrial psychologist 
Frederick Herzberg and his colleagues investigated factors influ- 
encing external work motivation. When members of their first 
sample group (among which were included the nonsupervisory 
categories of engineers and accountants) were asked for descrip- 
tions of satisfying work situations (motivating factors), they offered 
such descriptions as "achievement, advancement, recognition, 
responsibility, and the nature of work itself (Murrell, 1976, p. 
73). In describing unsatisfying situations (hygiene factors), par- 
ticipants spoke of "company policy, supervision, relations with 
superiors, working conditions, and pay"(Murrell, 1976, p. 73). 
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The relationship between the two sets of factors is impor- 
tant to discussions of work motivation. The theory that arose 
from Herzberg's work proposes that company policy, supervi- 
sion, relationships with superiors, and other such factors do not 
motivate people in the workplace but may impede motivation. 
The way to motivate employees, then, is by creating oppor- 
tunities for achievement, recognition, and internally satisfying 
work, not through work conditions and external environment. 
In this theory, even pay levels do not motivate in and of them- 
selves, although the perceived absence of adequate pay can 
demotivate employees. 

The conclusions of this explanation of motivation— or lack 
of it— led to the practical call for job enrichment. Job enrichment 
expands a given job by providing the jobholder more oppor- 
tunity for decision making and responsibility and more control 
over the task and its meaning. Such expansion of authority, nut 
just job enlargement to increase tasks, results in additional in- 
dividual work motivation. "Job enrichment involves building 
'motivators' like opportunities for achievement into the job by 
making it more interesting and challenging. This is often ac- 
complished by giving the worker more autonomy and by allow- 
in g the person to do much of the planning and inspection 
normally done by the supervisor. Job enrichment always means 
changing the content — the specific duties and tasks — of the job 
rather than changing the job's wage rate or working conditions" 
(Dressier, 1983, p. 121). 

Process Theory 

Goal setting is an aspect of job enrichment because by 
setting goals a person can define, develop work plans for, and 
assess the process and impact of additional tasks. Included in 
the process theories are operant learning and conditioning, ex- 
pectancy, equity, management styles, and goal setting. 

Operant Learning and Conditioning Theory. The theory 
of operant learning and conditioning also provides an explana- 
tion for work motivation. In this theory, it is most important 
to observe and describe only a person's behavior and to avoid 
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guessing at why the behavior is occurring. Behavior is explained 
as "a function of its consequences" (Pinder, 1984, p. 187). There- 
fore, ''operant conditioning is the process of changing the fre- 
quency of probability of occurrence of operant behaviors as a 
result of the consequences that follow them" (Pinder, 1984, p. 
190). For example, every time a person acts in the workplace, 
consequences follow. For instance, if a person who is punctual 
is commended for that behavior, punctual behavior is reinforced. 
If, however, a person's punctuality gets no reinforcing response 
or commendation, there is no reason to assume that the behavior 
will continue. 

^ Operant learning and conditioning theory has important 
implications for the training field. This theory reinvigorated the 
concept of feedback, and today many training programs focus 
on offering positive feedback for desirable work behaviors. This 
theory also supports the idea that behavioral learning objectives 
are needed for training programs. Descriptions of the trainee 
behaviors expected to result from a training program are needed 
so that the trainer can reinforce them during training and so 
that the trainee knows when success has been reached in train- 
ing and thereby develops an awareness of how to reinforce suc- 
cessful behavior back on the job. 

Goal setting can be a key ingredient in operant condi- 
tioning and behavior modification. Goal setting can describe 
specific desired behaviors and when they should occur. Stated 
goals also facilitate feedback and allow an employee an oppor- 
tunity to test workplace behavior. 

Expectancy Theory. Expectancy theory assumes that it is 
neither internal nor external factors alone that cause certain 
behaviors but rather a combination of the two. People make 
decisions about their behavior in the workplace on the basis of 
anticipated rewards. Most people will avoid behaviors that result 
in undesired outcomes vHellriegel, Slocum, and Woodman, 
1983). 

Expectancy theory describes two levels of outcomes. The 
first level includes outcomes from the effort itself, such as the 
job well done. Second-level outcomes are the results that may 
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accrue. For example, a person may work hard to perform well 
on the job with an expectation of promotion or Iron'j^? as a 
reward. It follows that if the individual sees no relationship be- 
tween effort and outcome, then the effort may not be exertevl. 

Equity Theory. Equity theory addresses the issue of an 
individual's perception of fairness in comparison to others in 
the workplace. It includes two general concepts: (1) Individuals 
evaluate the present situation as an exchange ratio and make 
decisions as to how much effort they want to put in. (2) In- 
dividuals make decisions that are based on a comparison with 
the efforts (inputs) and results (outcomes) of their peers. 

Management Styles Theory, Organizational behaviorist 
Douglas McGregor (1960) proposed that the nature of supervi- 
sion or management is critical to employee motivation, and he 
described managerial outlook as resulting in employee motiva- 
tion or demotivation. He define J two management styles. Theory 
X and Theory Y, in which managers' views of employees are 
based on completely different assumptions about employees, 
creating self-fulfilling prophecies about employee motivation. 

In Theory X, managers have responsibility for organiz- 
ing and controlling all elements of productivity — "money, mate- 
rials, equipment, and people— in the interest of economic ends" 
(McGregor, 1966, p. 5). The external action of management 
is viewed as the determinant of employee behavior; therefore, 
control of employee behavior is seen as being within the realm 
of management. Mcvjrregor (1966, p. 6) based the Theory X 
management assumptions on managerial belief that the average 
employee is 

• by nature indolent, working as little as possible, 

• lacking in ambition, avoiding responsibility, preferring to 
be led [sic]^ 

• inherently self-centered, indifferent to organizational needs, 
by nature resistant to change, 

• gullible, not very bright, the ready dupe of the charlatan 
and the demagogue. 
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In Theory Y, a manager holds a different set of assump- 
tions about employees: 

• People are not by nature passive or resistant to organiza- 
tional needs, although they may have become so as a result 
of their experiences in organizations. 

• Motivation, potential for development, capacity for assuming 
responsibility, and readiness to direct behavior toward 
organizational goals are all present in people. 

• Management does not put these qualities in employees, 
although it is the responsibility of management to make it 
possible for people to recognize and develop these human 
characteristics for themselves. 

® The essential task of management is to arrange organiza- 
tional conditions and methods of operation so that people 
can achieve their own goals best by directing their efforts 
toward organizational objectives. This is primarily a pro- 
cess of creating opportunities, releasing potential, remov- 
ing obstacles, encouraging growth, and providing guidance 
(McGregor, 1966). 

McGregor further proposed that the creation of an organi- 
zational climate based on Theory Y does not require manage- 
ment to become "soft" and lack leadership. Rather, this theory 
views management styles as a positive and motivating force on 
employees. The Theory Y management style, working atmo- 
sphere, trust, and assumption that employees are mature and 
functioning adults with a natural desire to be involved in work 
and to participate in a future at the workplace are all critical 
components to be fostered (McGregor, 1966, pp. 14-16). 

Today's participative management theory and practices 
are consistent with Theory Y. Participation programs may in- 
clude quality circles, employee suivey feedback, job enrichment, 
work teams, union-management quality-of-work-life programs, 
and so on. These programs and other participative practices that 
give emplo/ees more autonomy and authority in their every- 
day work are increasing as changing technology and organiza- 
tional distribution of information force more decision making 
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to the point of production, sales, or service. Successful par- 
ticipative management requires skills in individual and group 
goal setting. 

^Vhat Are the Essential Elements 
of Motivation/Goal Setting? 

One of the most important steps in learning how to moti- 
vate oneself is to become goal conscious, that is, to accept the 
importance of goals and to learn how to set them. Essential 
elements in becoming skilled in internal motivation/goal set- 
ting include the following; 

• Learning the direction to be taken and why 

• Learning different kinds of goals for different s^' nations, in- 
cluding routine goals for improving daily output, problem- 
solving goals, innovative goals, and personal goals (Quick, 
1987) 

• Developing long-range goals and shorter-range subgoals 

• Defining strategic, practical steps to meet goals 

• Developing measurements and evaluation criteria for assess- 
ment of goal attainment 

• Measuring progress toward goals 

• Negotiating goals with others 

• Identifying resources necessary to reach goals 

• Revising goals 

Educators/trainers Kenneth Carlisle and Sheila Murphy 
(1986, p. 4) have defined the essential elements of external 
motivation/goal setting as requiring the following: 

• Very sharp focus on individual skills 

® Employees' full understanding of how to perform correctly 

• Employees' participation in problem solving and decision 
making 

• Employees' personal commitment to action 

• Positive and negative results to be linked directly to per- 
formance 
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« Patient, persistent follow-up by supervisors 
• A leader (manager/supervisor) who can use practical motiva- 
tion techniques correctly 

What Constitutes Competency 
in Motivation/Goal Setting? 
What Constitutes Mastery? 

Competency in motivation/goal-setting skills can be de- 
scribed in several ways. Carlisle and Murphy (1986, p. 6) see 
specific motivational competencies as 

being able to concentrate, listening to directions, 

being assertive, looking for a better way, 

being diligent, maintaining good at- 

being enthusiastic, tendance, 

being self-confident, maintaining professional 

being self-disciplined, grooming and ap- 

controlling stress, pearance, 

developing a good habit, profiting from experience, 

feeling good about oneself, projecting a positive 

going the extra mile, company image, 

handling problems and usinf; good judgment, 

complaints, working as a team, 

having a positive attitude, working effectively in 

having patience, meetings, and 

working quickly. 

To achieve competency in goal setting, a person should 
be able to do the following: 

• Envision what reaching the goal would look like or feel like. This 
is a very important aspect of the goal-setting process. A per- 
son should be able to close his or her eyes and imagine what 
will be achieved when a specific goal is met. 

• Challenge himself or herself Again, it is important that goals 
lead to increased performance levels and provide for in- 
dividual growth. 

• Set specific and measurable goals. To direct work behavior and 
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relate it to attainment of personal goals, a person must be 
able to determine when a goal has been attained and, if at- 
tainment of success is not absolute, to as;>ess the level of suc- 
cess. Success can be assessed by the number of completed 
tasks; product completion within a certain time frame; money 
saved or earned, or costs avoided; or process changes and 
improvements. 

• Break each major god into subgoals with the steps to be completed 
in each. Dividing goals into parts and defining how to achieve 
the parts and, ultimately, the overall goal is a strategic pro- 
cess requiring that a person learn how to oudine steps that 
he or she must take to achieve an end goal. Experience with 
this critical process results in a person's increzised ability to 
think strategically, 

• Allocate the people and resources necessary for reaching end goals, 

• Identify potential problems and obstacles to reaching goals, and iden- 
tify how to avoid or overcome them. 

Skills master/ for motivation/goal setting is not demon- 
strated at a single point in time. Rather, it is reflected d^roughout 
a lifetime in terms of tlic successes each person has as measured 
against his or her own and society's expectations. Charles A. 
Garfield of the University of CalJfomia at San Fruicisco Medical 
School conducted a fifteen-year study of more than 1,000 highly 
successful people in all walks of life and found that they shared 
six motivation/goal- setting characteristics that could be said to 
demonstrate mastery of these skills. They are 

achieving progressively higher goals over a period of time, 

taking their work seriously and ... not grow[ing] com- 
placent about their jobs, 

being motivated by self-set, personal objectives (rather 
than goals dictated by others) and work[ing] for the 
pleasure of working, 

attackmg problems rather than the person who caused 
them, 

assessing the worst possible results of a risky situation 
before proceeding. 
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mentally projecting themselves into upcoming situations, 
activities or circumstances and role [playing] how they 
would react (Lewis, 1983, p. 401). 

What Are Examples of Successful Workplace 
Training Programs in Motivation/Goal Setting? 

To identify successful practices in motivation/goal-setting 
training for nonsupervisory employees, it is important to look 
for programs that integrate aspects of several work motivation 
theories: job enrichment, employee participation practices, and 
integration of employees' personal and organizational goals, with 
adherence to strict standards of measurement of behavior and 
results. The following three cases incorporate and emphasize 
various elements of work motivation theories. 

Tektronix. Tektronix, Inc., of Beaverton, Oregon, pro- 
vides a self-motivation/goal-setting program called Individual 
Development Planning to nonsupervisory personnel in its sys- 
tems group of approximately 1,000 employees. The company 
has approximately 16,000 workers, with 1987 sales totaling $1.4 
billion. It has five major plants in Portland, Oregon, and field 
offices and distributors worldwide. 

The decision was made to initiate individual development 
planning for employees because managers of the systems group 
believed that the division needed to do a better job of employee 
development. This decision came at a time when staff numbers 
were being cut and management wanted to develop remaining 
employees. 

The individual development planning program, first 
offered in De( :mber 1987, was also consistent with Tektronix's 
philosophy and goal of being an "employer of choice," one that 
values its people as resources worthy of investment and that 
wants to add value to their individual jobs. 

The human resource department was responsible for de- 
veloping and administering the program. Program funding 
comes from each participant's manager's budget. Managers have 
been willing to support the program, and participation is grow- 
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ing. In fact, other departments now are requesting die program 
for their personnel. 

Although the program is based on a packaged program 
entided Managing Personal Growth (distributed by Blessing 
White, Inc.), it has been tailored to reflect die needs of workers 
in Tektronix's environment. The voluntary program is offered 
monthly. Prework by die manager and die employee is followed 
with two days of training for die employee. 

The training is offered by diree in-house staff and line 
people who were trained to use the program by its distributors. 
In addition, odier trainers — some human resource staff mem- 
bers, some line managers — have expressed their strong support 
and would like to offer and instruct in the program. 

One incentive for program participation is the spreading 
word that taking the program is something employees can do 
to help themselves. That word comes from people who have par- 
ticipated in the program and expressed the belief that they 
learned skills useful in their present jobs and for their lives out- 
side of work. 

Program evaluation is predominandy subjective. Success 
is measured by soliciting the opinions of participants and their 
mzmagers. 

The program consists of skill assessment, values identifica- 
tion, and goal setting. Prework for a participant and manager 
involves assessing the employee's current skills for the present job 
and ranking his or her ability to do that job. The employee and 
manager compare their results and joindy decide on performance 
priorities for the employee for the next six to twelve months. 

Employees who participate benefit from reflecting on their 
skills in comparison with the skills needed to do their present 
jobs. They also learn hov/ to set goals and are assisted in develop- 
ing very clear goals for the next six months on their present jobs. 

In addition, employees f Jid it helpful to work on goal set- 
ting and plan for individual development with their managers 
at a time independent ^f performance appraisal. For many peo- 
ple, this is the first time that they have shared this kind of feed- 
back and developmental work with managers outside the context 
of performance appraisal. 
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From the prework and the course work, an employee gets 
an assessment of his or her current skills, a positive discussion 
with his or her manager on skills and knowledge needed to do 
the present job, an opportunity to make the present job better, 
and development of skills that he or she can also use outside 
the workplace. 

Overall, participants find that the experience provides an 
opportunity for growth. Early on, the program addresses values 
related specifically to work and to life in general. Reflection on 
and clarification of these values help employ^ *s focus their energy 
on goal setting for personal and organizational growth. As a 
result, employees perform better on their present jobs, prepare 
for their next jobs, and clarify and set goals for their lives out- 
side of work. 

In this program, employees are also asked to solve prob- 
lems and suggest other areas in which they would like to grow 
and take on additional responsibilities. This aspect of the pro- 
gram has led to promotions and job enrichment for some par- 
ticipants. 

Managers have found that the program results in more 
openness between managers and employees, increased employee 
commitment to present jobs, and improved employee goal- 
setting skills for development toward future jobs and for wide- 
spread application outside the workplace. Managers believe that 
the program has "tremendous value to the individual and to the 
organization" Qanet Mauier and Julie Errend, telephone in- 
terviews, October 1988). 

Goulds Pumps. Goulds Pumps, Inc., located in Seneca 
Falls, New York, is a company with 4,000 employees operating 
out of six plants. Its business is to design, manufacture, and 
service centrifugal pumps and to provide their component parts 
for industrial, agricultural, commercial, and consumer markets. 

The company provides a Performance Review and Devel- 
opment (PRD) program that incorporates several of the exter- 
nal motivational theories outlined in this chapter. As part of 
the PRD program, direct training in external goal setting is pro- 
vided for all supervisory and nonsupervisory personnel with the 
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exception of union personnel, who are excluded because their 
salary negotiations are under contract. 

The training begins by building an environment based 
on McGregor's theory of integration, that is, an environment 
based on the assumption that tying organizational goals t* per- 
sonal goals will result in greater employee motivation and, in 
turn, will improve achievement of organizational objectives. The 
program also incorporates the concept of job enrichment. Each 
employee is asked to identify ways to expand his cr her work 
and take greater responsibility for organizational problem solv- 
ing. Opportunities for recognition, growth, and advancement 
are developed in accordance with the motivators described in 
the motivator/hygiene theory (discussed earlier in this chapter's 
section on theory). The program includes a course in work- 
related goal setting that is mandatory for all exempt (nonunion) 
employees. It also calls for an open, participatory management 
style, which was one of the stated major change objectives for 
the program. Employees lectrn to write goals based on measur- 
able behaviors, and their goals then become the basis of their 
annual performance reviews. The program's training materials 
include appropriate action words for describing behavior at every 
personnel level. It is that behavior and its results that are mea- 
sured and evaluated. 

The current performance planning and review system 
grew out of a detailed assessment of the informal system that 
Goulds had in 1985. The assessment was done through an em- 
ployee advisory committee (which represented the support staff 
to executive levels, divisional and corporate staffs, and person- 
nel within and outside Seneca Falls). One problem that the 
assessment identified was an organization -wide lack of skill in 
goal setting for performance. In response, a new system was 
established in 1986, consistent with Goulds's organizational mis- 
sion of having a productive work force. The system, which is 
still used, includes performance planning through a mutual 
objective-setting process; assessment of overall performance, in- 
cluding objectives; and identification of employees' development 
and career planning needs. Also as a result of the assessment, 
pay for performance emerged as a personnel strategy. 
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PRD training operates under the manager of employee 
development and the manager of personnel and staffing. Its fund- 
ing comes from each division and from the corporate HRD 
department. Training is carried out by training staff members 
or divisional employees who have been trained in how to con- 
duct the program. The mandatory training annually requires 
at least one-half day of training for every employee plus a two- 
hour update, and supervisors receive additional in-depth train- 
ing. PRD training is implemented along with performance 
reviews, according to this schedule: 

January to March— training and performance reviews, 
goals and objective setting for the current plan year 
March 15-30— salary review discussions 
April 1 — implementation of merit salary increases 

The goal-setting training provides employees with a stan- 
dard method for setting performance-based goals and receiv- 
ing feedback on them. The system includes individual and group 
goals by correlating organizational objectives with departmen- 
tal objectives and relating those to the individual's objectives. 

Goalds's management L Jieves that the program, although 
not quantitatively measured, motivates employees by helping 
them understand /hat they need to accomplish during the year. 
The openness of the program process is also thought to be moti- 
vating. The program allows for interim measures, including 
periodic discussion of individual and group annual goals. In fact, 
a performance planning and review form requires ongoing dis- 
cussion between supervisors and employees. Earlier systems were 
informal, were not regularly conducted, and did not require 
supervisor-employee discussion. In the current system, participa- 
tion and dialogue are key and draw on employees' trained skills 
in setting individual and group goals (Jeryl Mitchel, telephone 
interviews, October 1988). 

LTV Steel Company. LTV Steel Company, a subsidiary 
of the LTV Corporation, has 30,000 employees in sixteen lo- 
cations. 
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LTV Steel's motivational program includes a training 
course in participation for labor/management teams. The one- 
week course focuses on work-related improvements by team 
building and other basic skills topics such as problem solving 
and group dynamics. This training originated as part of an effort 
to improve the company's union-management relations in the 
late 1970s. The training also addressed an LTV mission to create 
a more participative work climate. 

The training program was agreed to by management and 
the union and written into the 1980 labor agreement. That year, 
the first team was trained in the team participation process. This 
training is conducted at off-site locations and is provided by the 
employee development staff of trained facilitators, both hourly 
wage and annual salaried. The training is coordinated through 
the manager of participative programs in the industrial rela- 
tions department. 

Each team consists of approximately two salaried and eight 
hourly workers. To date, 8,200 people have been trained, and 
it is expected that over the next three years another 2,000 to 
3,000 people will participate in this voluntary program. How- 
ever, if a totally new work system involving extensive participa- 
tion by all employees is initiated during this time, even more 
teams will be trained. 

The main incentives for program participation are input 
in decision making, recognition, and improved work life. In ad- 
dition, some participants perceive the training as a benefit be- 
cause it is offered off-site on company time and builds skills usefuA 
in their personal lives. 

Course content includes approximately three days on skills 
for group dynamics, motivation, monitoring the group for team 
effectiveness, maintaining the group, and developing leadership 
and approximately two days on skills for problem analysis and 
skills for effective presentations. 

The program's effectiveness is evaluated on the basis of 
whether the trained teams continue to work together. In the par- 
ticipation program, a team looks at specific problems, designs 
solutions, and sets implementation schedules. A team may ad- 
dress any problem other than thos^ covered by union contract. 
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Suggestions for substantial cost-saving measures have regularly 
resulted from this process. After setting goals for solutions to 
problems or for work reorganization, each team has to make 
a formal presentation in which all team members participate. 

This training is perceived as being motivating because 
the group and individual participation results in a consistent 
balance of salaried and hourly workers. It brings together peo- 
ple who do not always work together and mandates coleaders: 
one salaried, one hourly. According to an LTV Steel manager, 
it also motivates employees by "providing a feeling of control 
over their work, over their destiny. What they contribute mat- 
ters. They have a new language, a new time frame, and they 
think differently. They are able to analyze problems, set goals, 
and make presentations. Once a year, there is also a celebra- 
tion where teams are brought into a conference highlighting suc- 
cess stories. This recognition of their work together and of a 
new way to work is very motivating^ ^Chuck BuUers, telephone 
interviews, October 1988). 

What Should Be Included in a Generic 
Workplace Motivation/Goal-Setting Curriculum? 

The purpose of offering a training program in motiva- 
tion/goal setting is twofold: to be able to predict and define future 
employee behavior to meet organizational needs best and to help 
individual employees learn techniques for enhancing their goal 
attainment and needs satisfaction. A model program .should in- 
clude all the skills of self-motivational goal setting while incor- 
porating elements of several of the theories of external 
motivation, as shown in Exhibit 12. 



Exhibit 12. Outline for Model Training Program. 

Part I: Self-Motivation Through Goal Setttng—If You " 
Don't Know Where You're Going, You'll Never Get There 

What arc the objectives ot this training? 

-To improve participants' understanding of internal and external motivation 
as they relate to the work environment 
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Exhibit 12. Outline for Model Training Program, Cont'd. 



-To help each parlicipanl define what works for him or her in motivating 
for success 

-To internalize techniques for goal setting to improve attitude and work 
performance 

-To increase productivity and thereby enhance participants' probability of 
job stability and success 

-To improve the bottom line of the organization through enhanced 
individual motivation 

What are the intangible needs that motivate internal goal setting? 
-Discuss Maslow*s hierarchy of needs: 

-Physiological 

-Safety 

-Social 

-Sclfesteem 

-Self actualization 
-Discuss how people's behavior on the job is related to their needs. 

-People's on-the-job behavior represents the payoffs they want and seek. 

-Goal-setting activity is directly proportional to the benefits people think 
they are likely to receive from the effort expended. 
-Discuss motivator/hygiene theory: 

-Job enrichment 

-Opportunities for achievement 

-Recognition 

-Internally satisfying woric 
How do you set internal woric goals? 

-Setting and achieving goals can give a big boost to self-esteem in the 
workplace. 

-Develop exercises with simple, short-term goals — for example, getting to 

work on time. 
-Break the goal down into small steps. 
-Concentrate on observable behavior. 
-Visualize personal struggling. 

-Include positive consequences of accomplishing the goal. 
-Affirmatively spell out the first step. 
-Set a date to implement it. 

How do you set internal personal goals? 
-By crystalizing your thinking 

-By developing a written plan of action with deadlines 
-By deciding what you really want in life 

-By developing self-esteem and learning to behave with self-confidcncc 
-By developing the determination to follow through 

How do you keep a log to track the development and success of self- 
motivation through goal setting? 
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-By selecting small goals each day 

-By writing out a process for achieving success 

-By documenting actual performance on the road to success 

-By documenting feelings and thoughts as you go along 

-By sharing successes and failures with others 

-By continuing to try 

Part II: Motivation -^Improving Productivity Through People 

What are the tangible job needs that motivate external goal setting? 
-Tangible needs are the substantive rewards an employee seeks for work: 
-Material payoff (a stock-option plan, a parking space, a new laboratory) 
-Situational payoff (a supervisory position, a lateral move into a new job 
area, and so on) 
-Discuss the relationship of tangible needs to intangible needs. 
-Optiinally, individual benefits and organizational results should be able to 
mesh so that both the employer and the employee are rewarded by the 
work done. 

How are people extrinsically motivated? 

-Motivation is about achieving more productive performance, which trans- 
lates into achieving job goals in the most efficient way. 
-Using a motivation assessment instrument, ascertain the link between each 
participant's job goals and his or her needs. 
-Discuss conditions under which benefits can be realized. 
-Note need to motivate for both an intrinsic behavior change and an 
extrinsic business change, the second won't happen without the first. 
-Provide case studies (hat illustrate the three ii*s of work motivation 
(exchange, equity, and expectancy). 

What other factors motivate individuals in a work setting? 
"Discuss external goal setting: 

-Direct attention and action. 

-Mobilize energy and effort. 

-Increase persistence. 

-Develop appropriate task strategies. 
-Discuss operant learning and conditioning: 

-Demonstrate how behavior elicits consequences. 

-Show how positive feedback leads to desirable work behaviors. 

-Illustrate how stated goals facilitate feedback. 
-Discuss management styles: 

-Open and respectful 

-Employee participation 

-Self*directing 

-Trustful atmosphere 
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-Discuss participation: 

-Quality circles 

-Employee survey feedback 

-Work teams 

-Job enrichment 

-Quality of work life 

-New design of the workplace 
-Discuss expectancy; 

-Rewards expected from action/results 

-Rewards received from action/results 

-Change in behaviors because of rewards 
-Discuss equity: 

-Fairness perceived in relation to others 

-Increased work effort because of perceived fairness in relation to 
others 

What are some successful motivation techniques? 

-Carrying out exercises that require a sharp focus on individual skills 

-Correctly understanding the ciipected performance 

-Developing evaluative criteria and measurements for goal attainment 

-Measuring progress toward goals 

-Negotiating goals with others 

-Identifying resources necessary to reach goals 

-Constantly revising goals by setting new boundaries 





CHAPTER 




Career Development: 

Planning for Today and Tomorrow 



Alice: "Would you please tell mc which way I ought 

to go from here?" 
Cheshire Cat: "Well, that depends a good deal on where you 

want to go." 
Alice: "I don't much care where." 

Cheshire Cat: "Tiieii it doesn't much matter which way you go." 
Lewis Carroll 

Alice's Adventures in Wonderland, 1865 



What Are Employability/Career Development SkiUs? 

In their book Career Development, Leibowitz and Hirsh 
(1984, p. v) use the exchange between Alice and Cheshire Cat 
to illustrate how critical it is for all of us to acquire skills, establish 
goals and direction, and maintain a focus in order to achieve 
personal and professional success and satisfaction. 

One guide to finding, getting, and keeping a job and ad- 
vancing in a career is the hierarchy of career adjustment (see Figure 
10). Researchers Oettinger, Cole, and Miller (National Alliance 
of Business, 1986a) and their colleagues at Colorado State 
University's Experimental Manpower Laboratory developed this 
hierarchy, which presents the empbyability/career development 
progression as a series of stages or levels through which a per- 
son moves to reach self-actualization. The hio.archy also takes 
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into account other skills (communication, interpersonal, and 
human relations skills) that have been identified as basic to per- 
sonal success in the workplace. Together, these identified skills 
should be thought of as "functionally integrated and complemen- 
tary, just like limbs — arms and legs— on the human bod/* (Na- 
tional Alliance of Business, 1986a, p. 217). 

Employability skills, which constitute the career acquisi- 
tion and maintenance stages of the hierarchy, can be divided 
into two parts. The first part involves learning a clear-cut set 
of competencies that prepare people for employment. These 
competencies include people's ability to "discuss chosen occupa- 
tions in terms of job requirements and available places of educa- 
tion, training, and preparation assistance relating to their own 
interests, aptitudes, values, and personal circumstances," write 
resumes, fill out applications, contact employers, respond ap- 
propriately in interviews, and write follow-up letters (National 
Alliance of Business, 1986a, p. 218). 

The second part of employability competency is sometimes 
referred to as job keeping or work-maturity skills of personal 
management. Competency in personal management covers a 
range of personal-responsibility skills a person needs to hold and 
advance in a job. Among man> others, these skills include those 
related to grooming and hygiene, following directions, personal 
behavior, willingness to work, truthfulness, and personableness. 
Personal management also covers the more practical daily liv- 
ing (survival) skills related to such activities as opening a bank 
account, renting an apartment, using public transportation, get- 
ting enough sleep, and arriving at work on time. 

Employability/personal management skills usually are 
taught in conjunction with ^.mployment-related skills, including 
the self-esteem, goal-setting, and motivation skills discussed 
earlier. The last skill group is vital because it helps to identify 
and clarify for work force entrants very important but less clearly 
delineated skills that are absolute prerequisites for achieving 
employment and job success. Employability and employment- 
related skills help make people "self-sufficient, capable of func- 
tioning on their own, and free from job obstacles*' (National 
Alliance of Business, 1986a, p. 219). 
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Figure 10. Hierarchy of Career Development. 



Career Stage 


Level 


Career 
Enhancement 


16 


Solidifies position 
Expert or consultant 


15 


Top position, new career, or 
community leadership 


14 


Increases risk-taking behaviors 


13 


Seeks fulfillment and personal 
meaning in career 


Job 
or 

Career 
Advancement 


12 


Career maturity 


11 


Job or promotion getting 


10 


Advancement readiness 


9 


Odentation for change 


Job 
or 
Career 
Maintenance 


8 




Skilled performance and 
job satisfaction 


7 


= ; — 

Human relations, meets personal needs 
in work environment 


6 


Entry-level performance, some 
satisfaction with wo± 


5 


Job conformance and adaptation 


Job 
or 
Career 
Acquisition 


4 


Job getting 


3 


Job or career readiness 


2 


Basic career seeking 


1 


Work role identification 
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Figure 10. Hierarchy of Career Development, Conf d. 





Succ£ssful Outcomes 


t 

1 


Self-realization 


Self-actualization 


Successfully applies career learnings as a leader 


k 


Grov/th, achievement, recognition 
Expanding opportunities 


T 


Seeks out and participates in personal, 
community, and career growth 


Interdependence 


Fully functioning and satisfied with career 
Intensifies skills 


k 


Obtains promotion or new job 


T 


Applies for promotion or new job 


Human relations 
skills 


Motivated to seek responsibility and improvement 


k 


Solidifies long-term employment 


T 

Interpersonal 
skills 


Personalizes feelings and meanings related 
to work and staff 

Improved skills and performance employed 
beyond probation period 


1 


Demonstrated survival and adaptation skills 


t 


Obtains job or position training 


Communication 


Applies for job or enters training, education, 
or on-the-job training 


skills 


Identifies job or career goals and 
developmental pathways 




Motivated to seek work or a career 



Source: Adapted from National Alliance of Business, 1986a, p. 727. 
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Adult career development, which comprises the top two 
levels of the hierarchy, is still In the process of having its bound 
aries defined. To the general public, the term career development 
calls to mind such things as vocational counseling, career guid- 
ance, and life skills planning. If asked where people go for help 
in starting a career, moving to a new job, reentering the work 
force, or making a transition from part-lime to full-time employ- 
ment, the average person is likely to name the local community 
college, a religious vocational service, . private career counselor, 
and so on. All of these possibilities are correct but limiting. 
Career development is a process of providing services to adults 
to help them face and negotiate career change. And employeri^ 
do this, although they are often missing from people's lists of 
institutions involved in career development. Today an employer 
^u'^t create an atmosphere and opportunities for its workers to 
maximize career potential and, at the same time, use career 
development to manage their . ^vn human resources better. Tliis 
discussion addresses adult career development only and, 
specifically, as it relates to employer organizations. 

Organizational career development is defined as "the out- 
' comes of interaction between Individual career planning and 
institutional career management processes. Desired institutional 
outcomes might include the communication of career oppor- 
tunities to employees and obtaining a better match between in- 
dividual career interests and organizational opportunities. 
Individual outcomes might include better self-understanding and 
identification of desired career goals. It should be clear that . . . 
organizational career development refers to the results occur- 
ring through dual career processes and focuses on the joint r#... 
tionships between individuals and their work environment" 
(Gutteridge and Otte, 1983, pp. 6-7; see Figure 11). 

What Theories Support Current Training 
in Employability/Career Development? 

Employability skills training programs are, for the most 
part, empirically .ather than theoretically based. Teachers and 
trainers question employers about what constitutes success in the 
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Figure 11. Working Model of Organizational Career Development. 



Oigaoizational 

Career 
Development 



Individual 




Institutional 



Career 
Management 



Subprocesses Subprocesses 

• Occupational choice . Recruitment and selection 

• Organizational choice . Human resource aUocaUon 

• Choice of job assignment . Appraisal and evaluation 

• Career self-development . Training and development 



Career: The sequence of a person's work-related activities, behaviors, and 
associated attitudes, values, and aspirations over the span of one's life. 

Organizational career development: The outcomes of the interaction 
between individual career planning and institutional career management 
processes. 

Career planning: A deliberate process for becoming aware of self, 
opportunities, constraints, choices, and consequences; for identifying 
career-related goals; and for programming of work, education, iind related 
developmental experiences to provide the direction, timing, and sequence 
of steps to attain a specific career goal. 

Career management: An ongoing process of preparing, implementing, and 
monitoring career plans undertaken by the individual alone or in concert 
with the organization's career system. 



Scarce: Gutteridge and Otte, 1983, p. 7. 
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workplace. Then, on the basis of employers' answers, teachers 
and trainers build a learning situation that mirrors the work 
environment and communicates as strongly as possible the skills 
necessary Cor on-the-job success. The structure ol employability 
training depends on where each training participant is in terms 
of the cognitive and affective domains. The cognitive domain 
encompasses such skills as recall, recognition, comprehension, 
analysis, synthesis, thinking, and understanding, that is, how 
much people know when they enter training. The aiTective do- 
main relates to participants' interests, attituJes, values, feelings, 
and emotions, that is, how they behave. 

Employability skills training is normally a prejcb train- 
ing function. It is included here because it is one of those skills 
that employers are looking for and not finding in their new labox* 
force entrants. Frequently, a limited labor pool has forced em- 
ployers to pay community-based training organizations to pro- 
vide this type of training for potential new hires in order to help 
them learn how to prepare and apply for jobs. The knowledge 
that one has the skills to apply for a job wUl have a strong positive 
impact on an individual's self-esteem throughout life. 

Career development training, on the other hand, rests on 
a broad base of theory that has been evolving for nearly a cen* 
tury. According to Carole Minor, a faculty member in counselor 
education ..i Northern Illinois University, these theories can best 
be organized and discussed as fellows (1985, pp. 17-39). 

In the first decade of this century, vocational educator 
Frank Parsons (1909) developed an intervention model of voca- 
tional guidance that even today underlies most vocational selec- 
tion programs. Parsons was concerned with the plight of the 
working class and urged a variety of reforms, one of which was 
encouragement of workers to choose jobs that were based on 
their abilities and interests. If workers could choose a vocation 
by first identifying their own talents, then m*-tching those with 
the ^Vliis required for various jobs, Parsons believed that workers 
would be more satisfied with their jobs and more productive. 
The underlying assumption of his model was that people make 
an occupational choice only once in a lifetime. 

In the early 1950s, however, two new theories (Ginzberg, 
Ginsburg, AxeLad, and Henna, 1951; Supti, 1953) broadened 
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the perspective. Their contribution is the view that career de- 
velopment and career choices are the resuh of a process rather 
than being a point-in-time event. Further, these theories pre- 
sent the idea that career choices can be identified by stages that 
are separate and distinct. 

Other theories claim that people's career choices can be 
predicted from their individual characteristics. The most heavily 
researched of these theories (Holland, 1973) asserts that pat- 
terns emerge from what people say about themselves, their in- 
terests, and their skills. These patterns form personality 
typologies that have been developed into a three-digit occupa- 
tional environment code called Holland's Code. Holland also 
hypothesizes that people will search out environments m which 
they can express their j ersonalities (congruency) and that this 
search may explain why people change jobs. 

One reason for the widespread u. j of Holland's theory 
is that he translated it into two useful instruments, the Voca- 
tional Preference Inventory and the Self-Directed Search, both 
of v/hich measure personality types and relate them to specific 
occupations. Moreover, otlier highly respected instruments such 
as the Strong-Campbell Interest Inventory have used Holland's 
typology as an organizing tool. 

A different theoretical construct based on social learning 
theory asserts that occupational choice is primarily determined 
by externa' ironmental and genetic variables (fathers educa- 
tion and occupation, educational level, race, gender, influence 
of significant others). This, together with Holland's personality 
typology, helped to form the accident theory of career behavior 
(Krumboitz, 1979). Basically, this theory states that interest and 
personality patterns develop without direction on the basis of 
accidental events and genetic attributes. 

In recent years, taking into account all the research avail- 
able, several theorists have developed new models of career 
choice and adjustment. One of these models (Tiedeman and 
O'Hara, 1963) identifies a series of phases through which a per- 
son progresses over a lifetime of career choices (see Figure 12). 

The first phase is referred to as anticipation and has four 
stages: exploration, crystallization, choice, and clarification. In 
the exploration stage, a person interacts with the environment 
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Figure 12. Career Decision-Making Model. 
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Source: Adapted from Tiedeman and O'Hara, 1963, p. 40. 

and receives feedback. In the crystallization stage, ihe person's 
observations begin to form a pattern. In the choice stage, the 
person makes a teniaiive career choice and begins to act on it. 
Finally, in the clarification stage, the person prepares for entry 
into an occupation. 

The second phase is referred to as implementation and 
has three stages: induction, reformation, and integration. In 
the induction stage, the person enters a job field. J i the refor- 
mation s.age, the person is able to act on an organization to 
make changes. In the integration stage, the person acts on the 
organization and the organization acts on the person. 
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Recently, theories that deal w'th work adjustment and 
job satisfaction have grown in popularity. In these, a key idea 
is the necessity of a match l tween organizational expectations 
and individual employees' expectations. The clearer both par- 
tic ' are about their expectations, the greater the satisfaction will 
be on both >ides. Identifying problems in which unmatched ex- 
pectations pi,->y a part can be a great help in counseling dis- 
satisfied workers. 

What Are the Essential Elements of 
Employability/Career Development Skills? 

Preemployment and personal management skills cover the 
full range of finding, getting, and keeping a job. Exhibits 13 
and 14 are extensive lists of employer-identified preemployment 
and personal management (work maturity) skills. 

Exhibit 13. Employability Skills. 



Accessing community resources 
Applications 
Being a consumer 
Budgeting 

Career planning/decision making— "pathing" 
Changing jobs, companies, occupatio careers 
Choosing an occupation 
Contacting employers in person 
Driver's license 

EEO/AA concerning hiring practices 
Employer expectations and obligations 
Employment forms/red tape 
Entering into contracts 

Follow through on job leads, interview prospects, and so on 

Forms in community (Social Security card, voter registration, deed, birth 

certificate, car registration, accident report) 
Insurance 
Interviewing 
Job search 

Labor market information (job opportunities, requirements, and 

descripf'ons) 
Labor unions 

Legal and financial aspects of employment (work permits, minimum wage, 

equal pay for equal work) 
Letters (inquiry, cover, thanks, follow-up, resignation) 
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Loans, credit, and installment buying 
Making change 
Money management 

Networking for occupational information and job hunting 

Occupational knowledge (business/industr> profiles, career data, vocational 

descriptions) 
Opening banking account (checking, savings) 
Payroll structure, taxes, and deductions 
Personal interests, aptitudes, abilities 
Personnel practices 
Preparing federal/statc/Iocal taxes 
Promotion from within 
Reading a road map 
References 

Renting an apartment 

Researching potential employers 

Resumes 

Sclf*assessmcnt 

Shopping 

Sources of public/chidden" job leads and openings 

Mephonc etiquette (initial contact, setting up appointments, thanks, 

follow-up) 
Telling time 

Termination of employment 
Transfer of capacities 
Using public transportation 
Values clarification 

Vocabulary/abbreviations used in world of work 
Want ads 

Worker rights, benefits, and responsibilities 

World of work awareness concerning labor market functions (labor 
exchange, supply and demand, projections and trends, automation) 

Source. / ^pteo from National Alliance of Business, 1986a, p. 220. 



E:ihibit 14. Personal Management Skills. 



Abstinence from illegal » 



Acknowledgment of 



Appearance 
Asking clarification 



physically abusive. 



mistakes/errors 
Active participation 
Adaptability 
Adherence to writ- 



and violent actions 
Acceptance of assign- 



propriatc 
Assumption of rcspon- 



qucstions as ap- 



mcnts, guidance. 



criticism, and correc- 



ten/formal and un* 
written/informal 
norms of site 



sibility 
Attendance 
Attention to detail 



lion from supervisor 
Accuracy of work 
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Attentiveness 

Attitude 

Behavior 

Breakdown/clean-up 
routines 

Calling in sick 

Care/concern for 
property of others 

Cheerfulness 

Command of site ter- 
minology 

Common sense 

Communication 

Conduct 

Confidence 

Conscientiousness 

Consideration 

Consistency of effort 

Cooperation 

Coping with conflict 

Coping with frustration 

Cou rtcsy 

Dealing with the unex- 
pected 
Decorum 
Dedication 
Demeanor 
Dependability 
Deportment 
Desire to grow/advance 
Determination 
Diligence 
Diplomacy 
Discretion 

Doing own share of 

work 
Efficiency 
Enthusiasm 
Finishing work in 

timely manner 
Flexibility 

Following direcvions 
Following "leave** pro- 
cedures 
Following rules of 
workplace 



Following safety 
regulations 

Following through 

Freedom from in- 
fluence of chemicals 
on job 

Friendliness 

Functioning without 
being easily 
distracted 

Getting along with 
others at site 

Giving feedback 

Grooming 

Handling boredom 

Handling pressure 

Helpfulness 

Honesty 

Honoring commitment 
Hygiene 
Industriousness 
Informing of intention 

to quit/resign 
Initiative 
Integrity 

Interest in job/site ac- 
tivities 
Judgment 

Keeping personal life 
fron. interfering with 
work 

Leadership 

Loyalty 

Maintaining effort in 

spite of setbacks 
Maintenance of tools, 

equipment, 

machinery, and work 

station 
Management of time 
Manners 

Meeting deadlines 
Neatness 
Notification of 

lateness/absence 
Openness to change 



and new ideas 
Organization of duties 
Patience 

Perfomiancc of as- 
signed work without 
prompting 

Perseverance 

Personableness 

Poise 

Politer.iss 

Pride in work 

Prioritization of tasks 

Productivity of 
type/amount of work 
required 

Punctuality 

Quality of work 

Quantity of work 

Reaction to authority 

Readiness to work 

Redoing unacceptable 
work without com- 
plaint 

Reliability 

Requesting feedback 

Requesting further 
assignments 

Resolution of 
difficulties 

Seeking advancement 

Seeking ad- 
vice/assistance lien 
necessary 

Self-control 

Self-disciphne 

Self-management (ade- 
quate child care, 
housing, transpor- 
tation) 

Sense of humor 
Sensitivity 

Settlement of disputes 
Showing respect for 

supervisors and 

fellow workers 
Sincerity 
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Exhibit 14. Personal Management Skills, Cont'd. 



Stability 


Use of cnrroct chain of 


inh rcncatpdlv 


Stopping work only at 


pomnmnH 

V>wllf 111(411 VJ 


\A/1 1 1 1 ri rrri tr\ xtinrlf 


proper times 


Utilization of materials 


Working at acceptable 


Suggesting im- 


and supplies 


speed/steady pace 


provements 


Volunteering extra 


Working indepen- 


Tact 


effort when 


dently/on own with 


Task completion 


necessary 


minimal supervision 


Thoroughness 


Volunteering to learn 


Working under close 


Tolerance 


new things 


supervision 


Truthfulness 


Willingness to accept 


Working under stress 


Use of appropriate 


additional tasks 


Working within 


language 


Willingness to do same 


"pecking order'* 



Source. Adapted from National Alliance of Business, 1986a, p. 231. 



Although these lists may look as if the skills necessary to 
get and keep a job are endless, in reality, they fall into several 
clcaJiy defined categories that enable them to be easily taught 
in a work-related context. Precmployment skills categories in- 
clude world of work awareness, labor market knowledge, oc- 
cupational information, career planning and decision making, 
and job search techniques (phone contacts, resumes, applica- 
tions, interviews, and follow-up letters). Personal management 
(work maturity) skills categories include positive work habits, 
attitudes, and behaviors (such as punctuality, regular atten- 
dance, neat appearance, and good conduct) as well as daily liv- 
ing (survival) skills (such as using the telephone, telling time, 
going shopping, renting an apartment, opening a bank account, 
and using public transportation). 

Many people might question the need for specially desig- 
nated courses to train people in these skills. Their question 
assumes that people learn these skills as a matter v>f routine while 
growing to maturity. But that is a false assumption. The drop- 
out, the young high school graduate, the delayed cntr^.iit into 
the labor market, or members of other special job-appUcant 
groups may have had no role models or opportunities — formal 
or informal — from which to learn cancer initiating and sustain- 
ing skills. Thus, to ensure that each person has an equal op- 
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portunity to find a place in the working world, more and more 
training programs have been established with the sole objec- 
tive of providing potential new workers with a "level playing 

on which to achieve employment success. 

The skills provided through organizational career develop- 
ment training must benefit not only the individual trainee but 
also the organization that is investing time and resources to im- 
prove its human resource management. In the most successful 
organizational career development programs, individual and 
organizativ.; ^! interests overlap in "an implementation strategy 
evolving out of \\g integration of individual career planning goals 
and organizr.ti'^nal career management objectives to assist in 
the acquisition of knowledge, attitudes, and values systems 
necessary for one*s successful performance and movement within 
a career system" (Gutteridge and Otte, 1983, p. 9). Most career 
development programs aim for a systematic approach that allows 
employee*" to participate fully in their own growth and develop- 
ment (see Figure 13 for a model of an individual's career plan- 
ning process in an organizational setting). The skills in which 
most employees need enhancement include self-assessment, self- 
determination, self-understanding, and career planning. From 
the organization's perspective, a career development program 
can enhance organizational ability to identify and develop high- 
potential employees, plan for succes:ion, match individual and 
organizational career interests, and maximize employee pro- 
ductivity and retention. 

Some aspects of the career planning model require fur- 
ther elaboration (Gutteridge and Otte, 1983). First, although 
career planning's focus is on how an individual fits in with the 
organization, most career planning activities also explore how 
a person performs within a broader life context. Second, career 
planning for employees within an organization has overtly 
different goals from career planning undertaken by students or 
unemployed people. These differences derive fro.n the organiza- 
tion's preeminent need to rr.aximize the usefulness of the in- 
dividual to the institution This need usually precludes considera- 
tion of career possibilitii s outside the institution's boundaries, 
although in some instance s organizations support career planning 
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Figure 13. Model of Individual Career-Planning Process. 



Self Assessment 

What I want to do: 

• Values/attitudes 

• Likes/dislikes 

• IntercstSr'aspirations 

• Needs/goals 

What I can do: 

• Strengths/ 
weaknesses 

• Skills/knowledge/ 
abilities 

• Accomplishments 

• Developmental needs 



Life Context 

• Career/life stage 

• Mairiage/family 
relationship 

• Physical health 

• Financial status 

• Psychological 
health/stress 



Reality Testing 

• Supervisor 

• Personnel staff 
•Career counselor 
•Spouse or other 

family member 

• Colleague 
•Friend 




Integration and 
Match Analysis 

• Reconcile self- 
assessment with 
environmental 
assessment 

• Theme analysis 



Goal Development 
and Contingency 
Action Planning 

* Long run 

* Short run 
►Next career step 

► Career action projects 
'What do I do if? 



Implementation 

• Self-marketing 

• Self-development 

• OJT/work experience 

• Seminars/workshops 

• Job moves 

• Mentors 

• Education 



Environmental 
Assessment 

• Present job 

• Oiganization skill 
needs 

• Business outlook 
•Carccrpaths 
•Career policies/ 

practices/procedures 

• Educational options 



Continuous Evaluation and Reassessment 



Source: Guttcridgc and Ottc, 1983, p. 32. 
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(such as outplacement counseling) ihat includes consideration 
of external alternatives. For example, in the military, officers 
whose careers have plateaued may be encouraged to consider 
alternative civilian careers. Third, a component of the model 
relates to enhancing individual self-assessment capabilities. In 
other words, employees learn how to match what they want to 
do with what they can do. To help employees gain a realistic 
view, their self-assessments frequently are accompanied by feed- 
back from supervisors and peers. Finally, there is an attempt 
to clarify, through such techniques as job postings and skills in- 
ventories, how a person may link individual career plans with 
organizational career management gods. 

For an organizational career development program to be 
effective, it must be tied to strategic goals and to existing orga- 
nizational stmctures, such as organization development activities 
and developmental training programs. An occasional career 
development workshop or other one-time or uncoordinated at- 
tempts at career development will not have lasting effects. Nor 
will a program be effective if no other mechanisms (such as 
counseling) are in place to reinforce what people learn through 
formal career development activities. Career development ac- 
tivity should be an integral part of each employee's job, and it 
should occur regularly. At a minimum, career development 
should be discussed in conjunction with an annual performance 
review. Whatever its scope, a career development program 
should be flexible to allow for changes such as a move to cross 
training. 

In organizations that offer only packaged programs, career 
development prograiHS tend to look alike. An effective program 
will have several activity options so that it can meet each employ- 
ee's needs. Designing and delivering career development train- 
ing require commitment, assessments of needs and skills, knowl- 
edge of available jobs and careers, guidance, and evaluation. 

For a career development progr am to be effective, an 
organization must be willing to provide time, money, and other 
support. Thorough planning and careful selection of a program 
administrator are also important. Support must come from top 
-managers and supervisors if a progrsim u to sur\'ive and be effec- 
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tive, and support from employees is also essential. Involvement 
of people from all orgai jzaticnal levels in the development of 
the career development plan v/ill help build commitment. 

Before an organization can institute an effective career 
development program, it must determine the needs of the orga- 
nization and of the individual people v\^ithin it. One of the first 
steps of program planning is identification of target populations 
because career development skills can be taught to several 
different audiences, each of whom may have different concerns; 

• Entry-level employees, especially those who are first-time 
workers 

• Midcareer employees 

• Preretirement employees who may need career development 
information to help them prepare for a transition to life out- 
side the organization 

• Women, members of ethnic minorities, people with disabil- 
ities, and others who may face societal barriers to career 
development 

• Employees facing job loss who need outplacement services 

A career development program for employees facing layoff 
can be beneficial for an employer because such a program serves 
to enhance a compan/s image and lessens the likelihood of layoff- 
related lawsuits and bad publicity. In particular, it is impor- 
tant for employees who are not laid off to maintain a positive 
image of the company and, consequently, to maintain their work 
motivation (Latack and Dozier, 1986). 

An employer must have means by which to determine 
employees' skills. To develop realistic career development strat- 
egies, employees need to know their strengths, weaknesses, 
abilities, and interests — work related and otherwise. An assess- 
ment center is one tool that an oiganization may use to deter- 
mine its employees' skills and to inform itself of the talent and 
potential within employee ranks. An assessment center is designed 
to determine the de^'elopmental needs of employees by observ- 
ing their behavior as they participate in a variety of situational 
exercises, games, tests, and interviews (Bray, 1981, p. 315). For 



ERIC 




Career Development 



271 



companies that cannot afford to send employees to assessment 
centers but wish to offer customized on-site assessments, com- 
mercially prepared skills^ inventory instruments are available for 
use at significantly lower cost. 

Employees need to know how they fit into the organiza- 
tional structure and what opportunities are available to them 
within the organization. These opportunities should be described 
realistically, or employees will become frustrated when their post- 
training expectations ex:eed the organization's ability to deliver. 
Employers can make employees aware of opportunities for ad- 
vancement within the organization by posting position announce- 
ments as jobs become available. Position announcements inform 
employees of the skills and skill levels required to gain entry 
to advertised jobs. In many cases, the jobs that an employee 
aspires to may not be viable options unless the employee under- 
takes additional, significant— and often time-consuming— train- 
ing or education. 

Employees should be made aware of nontraditional career 
paths open to them (Hall, 1986, p. 8). Many people would be 
content despite not moving up in an organization as long as 
they could grow and develop in their current or lateral posi- 
tions. Opportunities should therefore be available for employees 
to gain broader knowledge and take on more responsibility even 
if they are not moving up the ladder. Moreover, employers 
should develop multiple career paths that allow employees to 
move laterally as well as upward if they wish to do so. 

Guidance is the critical link between organizational career 
development activities and an employee's implementation of 
career development skills learned in training. To move employ- 
ees to act on the career development skills they have learned, 
supervisors or a guidance counselor should provide follow-up 
guidance and encouragement. Guidance helps address profes- 
sional and personal attitudes and behaviors that may prevent 
an employee from satisfying identified developmental needs. 
Guidance may take the form of career counseling provided by 
a trained career development counselor, or supervisors and 
managers may serve as counselor/coaches, a role they play in 
many organizations. Because supervisors have more contaa with 
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employees than a career counselor, the dialogue between an 
employee and his or her supervisor may be one of the most effec- 
tive elements of a career development program. The more open 
both an employee and a manager are, the more effective the 
dialogue and therefore the career development program. 

Using supervisors in a counseling/coaching role requires 
that they be trained in counseling, interpersonal skills, and per- 
formance appraisal techniques. Guidance in career development 
maybe most effective v/hen it is tied to performance appraisals 
because then career development goals can be examined and 
addressed with employees individually on a regular basis. Discus- 
sions should not occui only at performance appraisal time, 
however; they should also take place whenever an employee has 
completed training or wants to discuss career development. 

Supervisors often must be provided incentives to take on 
the counseling/coaching role. They may be reluctant to perform 
this role because their subordinates might choose to leave if they 
discover that, with their skills and the opportunities available 
to them within the organization, they cannot meet their profes- 
sional and personal goals (Cairo, 1985, p. 243). Yet there may 
be benefits if this happens— because only employees who have 
a genuine interest in their positions and the organization and 
who have the skills to match their given jobs will remain. These 
remaining employees are likely to have high motivation and pro- 
ductivity. 

Not only should employees be encouraged to develop 
career development goals and plans based on their skills and 
the jobs available, but their goals should be readdressed periodi- 
cally and progress toward them measured. Program effectiveness 
should also be evaluated to ensure that the career development 
program is addressing the needs of its targeted audiences and 
the organization. 

Whit Constitutes Competency in 
iii^rr.ioyability/Career Development 
Skills? What Constitutes Mastery? 

It is difficult to separate competency from mastery in 
employability or organizational career development. In employ- 
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ability, the difference may be demonstrated by the person who 
makes half-hearted efforts to obtain employment that provides 
no real personal and professional growth versus the person who 
actively plans, organizes, and seeks a job that he or she perceives 
as a career stepping-stone. The ability to master job search and 
personal management skills is particularly vital in contemporary 
society, where it is predicted that a person will change jobs an 
average of five to seven times during his or her work life. 

Becai\se preemployment and personal management skills 
are for the most part taught to people before they are employed, 
the training format usually is a simulated work-site situation 
for which behaviors can be measured by an instructor/trainer 
in a classroom. There are many ways to measure achievement 
of competency. The most comprehensive and sophisticated have 
been developed under such programs as the federal Job Train- 
ing Partnership Act QTPA) and the school-to-work transition 
programs offered through public secondary schools and post- 
secondary institutions that work with aduhs. Exhibits 15 and 
16 show how one of these programs sets competency measure- 
ment standards, and the beginning of a sample training plan 
for assessing a person's skills related to getting and succeeding 
in a job interview. One measure of mastery might be that a per- 
son received a job offer as a result of a successful interview. 



Exhibit 15. Developing Performance 
Objectives for Competency Statements. 



For skill acquisition to be measured, competencies must be stated in terms 
of performance objectives that involve three elements ► indicator, means of measure- 
ment, and benclunark or standard of performance. 

For example, if the competency statement is *To exhibit acceptable hygiene 
and grooming,** a related objective might be- ''Given a list that combines descrip- 
tions of a well-groomed person and a poorly groomed person, the trainee will, 
with 100 percent accuracy, check the phrases that describe a well-groomed pereon." 

In this case, the indicator is "the trainee will . . . check ^he phrases that 
describe a well-groomed person,** 

The rmans ofmeasuremeni is "Given a list that combines descriptions of a 
well-groomed person and a poorly groomed person.** 

And the benchmark or standard of performance is Vith 100 percent accuracy.** 

Another objective for the competency statement above might be. *X3iven 
the headings interview, office, fast-food restaurant, and construction site, the trainee 
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Exhibit 15. Lleveloping Performance 
Objectives for Competency Statements, Cont'd. 



will list four examples of appropriate dress under each, with no errors.** 

The indicator is "the trainee will list four examples of appropriate dress 
under each." 

The means of measurmenl is "Given the headings interview, office, fast-food 
restaurant, and construction site. " 

And the benchmark or standard of perforttUince is "with no errors." 

Source, 70001 Training and Employment Institute, Eight Common Ingre- 
dients of Successful Programs, © 1986, 70001 Training and Employment Institute, 
Washington, D.C. Reprinted with permission. 



Goal: Demonstrates skili in seeking employment 
Competency Statement: 

1.1 Identifies and uses sources of employment information 
Performance Objectives: 

1.1.1 Given vocabulary words and definitions related to employment sources, 
the trainee will match the words to their meanings with 90 percent accuracy. 

1.1.2 Given a newspaper "want ad** section and a list of jobs the trainee has ex 
pressed interest in, the trainee will circle all advertisements for job openings 
that match his or her personal interest list. 

1.1.3 After studying job-finding techniques, the trainee v^ill demonstrate ability 
to use a newspaper and telephone directory business Kjtings (the "Yellow Pages") 
by locating and writing the names of two potential employers, their telephone 
numbers, and their addresses. 

1-1.4 After studying ways to seek employment, the trainee will list, with 100 per- 
cent accuracy, five sources for locating employment opportunities. 

1.1.5 Given a list of employment information sources, the trainee will write, with 
100 percent accuracy, an advantage and a disadvantage of e?.ch. 



Source. 70001 Training and Employment Institute, Eight Common Ingre- 
dients of Successful Programs, © 1986, 70001 Training and Employ *Tient Institute, 
Washington, D.C. Reprinted with permission. 



The ability to measure change in a person's attitudes and 
behaviors that orcurs as a resuh of participation in ciire'^.* de- 
velopment events is very limited. The available stanc!a:d./.ed 
tests are limited to vocational maturity, decision-makirg be- 
havior, and attitude change. 



Exhibit 16. Sample Curriculum Goal and Related 
Competency Statement and Performance Objectives. 
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Organizations usually try to measure participants' changes 
in career knowledge and skills, career behavior, attitudes toward 
the training intervention and career choices, and functioning 
in certain roles. Competency or mastery often is measured through 
behavioral samplings and observations to assesr improvements 
in morale, productivity, use of career planning and job search 
skills, and supervisory ratings of subordinates' job adjustments. 

What Are Examples of Successful 
Workplace Training Programs in 
Employ ability/Career Development Skills? 

Because employability skills training usually takes place 
prior to employment, many effective programs are found in 
organizations designed specifically to address the needs of peo- 
ple who desire employment but lack employability skills. 

Inner City, Inc., a Wholly Owned Subsidiary of Polaroid 
Corporation, Inner Citys Boston-area program is somewhat 
similar to programs offered through public job training (under 
the Job Training Partnership Act), but it is operated by a team 
of Polaroid and non-Polaroid staffers and uses no public funds. 
The program provides no profit for the company, and its grad- 
uates have been placed in jobs with approximately 300 other 
Boston-area companies. 

Inner City was founded in 1968 and is based on the phi- 
losophy that economically and educationally disadvantaged peo- 
ple do not need technical skills training as much as they need 
to learn good work habits, basic skills, and job responsibility. 
However, in order to help close the gap between employer re- 
quirements and labor force qualifications. Inner City has added 
some higher-level skills training (for example, offset printing, 
word processing, and so on) to its program. Initially, Polaroid 
Corporation financed the program, but it is now self-sufficient. 
While in training, participants manufacture products that are 
sold to Polaroid and other organizations. The profits provide 
the program's operating budget. 

Anyone eighteen years of age or older who can complete 
the application, submit employment eligibility proof, and paSS a 
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physical examination is automatically accepted into the program 
or, if necessary, placed on a waiting list. As openings become 
available, applicants are called in. Their waiting period may 
be from several days to as long as a few months. 

The average training period is five months. The program 
is rigorous, and nearly one-third of the participants drop out with- 
out finishing the program, although a job is guaranteed to every 
trainee who adheres to the rules and completes the program. 

The program is divided into four phases that consist of 
both on-the-job experience (approximately six and one-half hours 
per day) and classix)om instruction (approximately one and one- 
half hours per day). Participants arc paid between $4.00 and 
$5.10 an hour for an eight-hour day. Phase I of the program 
is a six-week orientation in which basic work skills (such as 
regular attendance, punctuality, performance, discipline, moti- 
vation, interpersonal relations, and self-esteem) are stressed. 
Trainees also receive actual varied work assignments during this 
phase and can enroll in a computer-assisted basic education com- 
ponent. 

Phase II of the program, in addition to the work assign- 
ments, requires trainee involvement in seminars and individual 
and group counseling/support sessions. Mandatory seminars, 50 
percent of which trainees attend on their own time, cover fifteen 
topics, such as life skills and how to get and keep a job, goal set- 
ting, career exploration, upward mobility, and communications. 

In Phase III, trainees prepare for job placement by par- 
ticipating in mock interviews with actual employers. After re- 
viewing their techniques, personal appearance, and presentation 
skills, trainees are sent to actual interviews until they are able 
to find jobs. A recently added Phase IV provides additional train- 
ing and work experience opportunities for trainees with little 
or no job history. 

Inner City's record is impressive. Over 100 graduates a 
year are placed in jobs, and 60 percent of those placed remain 
in that placement for at least a year (Tim Mocre, telephone in- 
terviews, October 1988). 

Eastman Kodak Company. More companies are establish- 
ing career development programs as the needs of the work force 
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and the changes of the marketplace compel both employers and 
employees to map out their long- and short-term objectives in 
order to achieve personal and institutional goals. 

Eastman Kodak is a Fortune 500 company with $13.3 
billion in reported sales and 100 new products in 1987 alone. 
The company has 145,000 employees worldwide, 86,800 of 
whom are in the United States. The company has manufactur- 
ing and marketing facilities in 45 countries and sales outlets in 
150 countries. Kodak's Copy Products Division employs about 
5,000 people in the United States. The division produces a wide 
variety of copiers and printers, from midsize convenience copiers 
to high-volume electrophotographic copiers/duplicators. Its other 
products include a fully integrated turnkey electronic publishing 
system and two families of nonimpact printers. 

The company has undergone a restructuring that resulted 
m a shift from a centralized to a decentralized organization with 
separate business units, each headed by a general manager. To 
make these business units more efficient, some have been aligned 
with a research laboratory because this allows new products to 
be introduced to the marketplace faster. Previously, the pro- 
duction cycle — from the inception of an idea to the marketing 
of a product— took up to four years. Since the restructuring, 
it frequently takes less than two years. Other major changes in- 
clude the slashing of product prices with concomitant product 
quality improvement, the encouragement of risk taking to move 
products out faster, and the fostering of new-found entrepre- 
neurial energy. Under the restructuring, Kodak has seen ma- 
jor improvements in the manufacturing process, a 20 percent 
reduction in waste, an increase of research and development 
expenditures to 7.5 percent of sales, a 15 percent increase in 
overall productivity, and development of joint ventures with 
Japanese companies. 

Kodak believes that it needs to make maximum use of 
its people's skills. In the spring of 1987, the Copy Products Per- 
sonnel Development Steering Committee recommended that the 
division implement a ca* . development initiative. Subsequently, 
a career development program was begun with the goal of 
creating a vehicle for planning purposes. The program increases 
employees' job satisfaction and allows Copy Products to meet 
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future human resource needs better because the company has 
a clear picture of employees' skills and talents. The program's 
emphasis is on each employee's responsibility for his or her own 
career development. Copy Products believes that the success of 
the individual and the organization depends on the effective 
placement and full development of the abilities of all employees. 
Therefore, its career development program's objectives are to 

encourage employees to think about their careers, 
provide a mechanism for an employee's realistic career 

self-assessment and goal settir „ 
find a mechanism to maximize individual potential by pro- 
viding goals, 

commit employees to take action toward developmental 
goals, 

provide a skills and interest inventory of all division 
employees, 

objectively match individual employees' skills to the needs 

of the division, and 
show that managers and supervisors care about employees' 

career development. 

The division investigated various alternatives for meeting 
its program goal and objectives and, in May of 1987, selected an 
outside vendor who could supply a suitable career development 
program. Before the progran^ was implemented. Copy Products 
prepared a description of every job in the division. These descrip- 
tions were gathered into a job summary catalogue to inform 
employees of division jobs and the skills required for each. 

Beginning in the fall of 1987, the program was phased 
in through four steps. Supervisors were the first group to be 
irained. Exempt employees were next, with their training begin- 
ning in the spring of 1988. In September 1988, nonexempt 
technical and administrative personnel began the program, and 
finally in March 1989, the program was introduced to produc- 
tion personnel. 

Supervisors were chosen to enter the program first because 
of their important role in the career development program. They 
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are expected j lead discussior s with each of their employees 
to help them set and achieve career development goals. A man- 
datory workshop was designed lur supervisors, in which they 
learn techniques for performing their roles of coaches, appraisers, 
advisers, and referral agents. By February 1988, all 300 super- 
visors had completed the program. 

The coach/adviser role of supervisors is not new at Kodak, 
although the career development program has formalized it. 
Supervisors have always been expected to discuss their employ- 
ees' career plans with them, but before this program, employees 
were not always prepared to discuss their skills and plans. Now, 
after completing the career development workshop, employees 
are better prepared for productive discussions. 

A voluntary workshop wns designed specifically for non- 
supervisory employees. In it, they define their interests, skills, 
and values; learn how to enhance their present jobs; and set 
realistic goals. Employees must also meet with their supervisors 
to discuss the employees' skills and developmental needs and 
the resources necessary to meet them. 

Employee reactions to the meetings with their supervisors 
have generated such comments as ^The session with my super- 
visor was very constructive" and "For the first time, I know where 
I stand with my supervisor." Supervisors and employees ajre ex- 
pected to talk together at least once a year, but more frequent 
meetings are encouraged. Kodak's Copy Products Division has 
experienced little resistance from the supervisors serving in this 
capacity. 

In the first six months of the program, 350 exempt em- 
ployees, who represent 35 percent of the eligible population, 
went through the program, and there were about 100 names 
on the waiting list. 

The career development workshops for supervisors are 
delivered jointly by the vendor and Copy Products Personnel 
Relations. The vendor is the specialist in the area of career 
development, while the staff addresses the specifics of Eastman 
Kodak. For the nonsupervisory employees' course, instructors 
are chosen from the Copy Products Division employees who have 
previous training experience. 
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Both supervisors and nonsupervisory employees have 
eight-hour career development programs. Nonsupervisory em- 
ployees take the course in two four-hour segments, held two 
weeks apart. The first session is devoted to self-assessment, and 
the second concentrates on setting goals. The two-week gap 
allows time for employees to meet with their supervisors to 
discuss individual employees' skills and available opportunities. 
The supervisors' course meets for one eight-hour session, al- 
though Copy Products management believes that there is enough 
information in this session to warrant possible expansion of the 
workshop. This "extra time" would be used for more skill-build- 
ing exercises. 

The division plans to provide refresher courses. For super- 
visors, the refresher will consist of a videotape; for other em- 
ployees, it will consist of a shortened version of their original 
course. The present career development workshop will continue 
to be offered as long as a demand for it exists. 

At this time, the program is too new to be measured for 
long-term results, but positive responses from participants pro- 
vide early indications of the program's impact. Their comments 
have included the following: "I feel better prepared to discuss 
my career," "I will use the course to enrich my current job " 
and "It shed new light on how I can change things." A prelimi- 
nary six-month, follow-up evaluation has shown that most em- 
ployees feel that they are better able to assess their skills, interests, 
and values and that most have scheduled career planning discus- 
sions with their supervisors. Three-fourths of the participants 
feel that their supervisors now have a better appreciation of their 
skills and interests. Thirty-eight percent of the participants have 
made changes in their current jobs io make better use of their 
skills and interests. 

In addition to the workshop, other organizational struc- 
tures support career development. A skills data base is main- 
tained by Personnel Relations to assess skills available and needed 
in the division. Employees have access to the job summary 
catalogue, job-opening requisition information, a tuition aid 
plan, a training course catalogue, and two career resource cen- 
ters. The centers are in Rochester, New York, each in a major 
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manufacturing unit of Kodak. Each center contains more ^ban 
500 books and periodicals on careers and related topics. The 
centers also contain software programs that help employee! \^,th 
skills self-assessment that may take from four to six hours to 
comj.1 *t (Richard H. Clute, telephone interviews, September 



What Should Be Included in a Generic 
Workplace Employability Skills Curriculum? 

Exhibit 17 provides guidelines for designing an employ- 
ability skills curriculum. 



What are the objectives cf tfiis tiaining? 

-To improve participants' lifetime skills for getting and keeping a job 
-To teach techniques for daily living that will lead to lessened stress in the 
workplace 

-To help participants understand the benefits and obligations of being 
employed 

-To help participants learn to think ahead about what is required to meet 
employer rules and standards 

When you complete this training, what will you be able to do? 
-Use multiple sources of job information such as classified ads 
-Identify a prospective employer's products and services 
-Determine key contacts within a perspective employer's organization 
-Identify the free services provided by the state employment agency in 
helping people find jobs and training 

-Determine how private employment agencies operate to help people find 
jobs for a fee 

-Identify the procedures involved in applying directly for jobs at a company 
personnel office 

-Prepare for common types of employment tests 
-Identify the purpose of job application forms 

*Read and complete those parts of a job application asking for personal 
facts » job interests and job skills, references, and education and employ- 
ment records 

-Prepare letters of inquiry or application 

-Compile a list of references 

-Apply for a social security card, work permit, licenses 

-Prepare a resume summarizing experience, education, and job training 



Exhibit 17. Employability Skills Training: 
The First Step Toward Job Success. 
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Exhibit 17. Employability Skills Training: 
The First Step Toward Job Success, Cont'd. 



-Identify the purpose of job interviews 

-Identify the necessary steps in getting ready for a job interview 
-Assets prior work experience, career goals and personal character, job 

references and personal apdtudes 
-Discuss wages and salaries with prospective employer 
-Define basic terms about wages and salar>', identify standard paycheck 

deductions, and do simple computations related to salary 
-Identify and describe common company benefits 

-Identify the purpose of worker's compensation and describe the benefits it 
provides 

-Identify the purpose of unemployment insurance and r.i disabilii> insurance 
and describe the benefits they provide 

For what work and career-planning skills will this training prepare you? 
-Correlating the relationship between job and academic skills 
-Demonstrating an accurate employment market knowledge of occupational 

requirements and trends 
-Describing what various fields of work are like and what kinds of people 

are successful in them 

-Evaluating the chances of getdng a job now and in the future in the field 
of work that interests the individual 

-Determining how many and what kind of workers will be necdvcl (in the 
short term and long term) in the local area 

-Identifying where and how to get specific local labor market information 
-Determining the kind of preparation and training needed to get an entry- 
level job and subsequent promotions 

-Identifying occupations and professions through appropriate information 
sources 

-Evaluating occupational apprenticeships and other training opportunities 
-Evaluating educational opportunities (college, vocational training, home 
study, lifelong learning programs) 

What life skills will you be knowledgeable aboui when exitmg this trainmg? 
-Using the telephone correctly 
-Telling t»/nc correctly 

-Knowing how to use the local public transportation system 
-Practicing appropriate hygiene and dress 
-Using money effectively 

-Understanding the need for income tax returns and how to compute tax 
returns 

-Knowing the major points to consider in renting an apartment 
-Knowing what banking and financial services arc available m the 
community 

-Using sound buying pri.iciples for purchasing goods and services 

-Understanding credit and using it judiciously 

-Knowing what contracts arc for and what their elements arc 
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Exhibit 17. Employability Skills Training: 
The First Step Toward Job Success, Cont'd. 



-Buying and maintaining a car 
-Appraising personal insurance needs 

-Identifying and understanding appropriate child-care services 
What docs it mean to be reliable at work? 

-Accrue an acceptable attendance record by being on the job regularl> and 
promptly 

-Record timely notice if late or absent 
-Complete tasks on time 

'Demonstrate re:sponsibiIit> and dcpendabilit> b> tarrying out assigned tasks 

What kind of attitude/behavior should you display at work^ 

-Arrive at work clean and dressed properly 

-Solve personcd business problems itsiae of work 

-Arrange for adequate child care 

-Demonstrate self-control 

-Accept responsibility for one's own actions 

-Use appropriate language 

-Maintain a sense of congeniality 

What work habits will serve you best in the workplace? 
-Preparing, planning, and organizing job responsibilities 
-Arranging materials, tools, workstation 
-Demonstrating consistency in task completion 
-Using appropriate job techniques 
-Planning time effectively 
-Planning reasonable work goals 

What will your supervisor expect of you at work? 
-To be atlr'^Mve and cooperative 
-To request clarification when needed 
-To negotiate differences of opinion 

-To accept guidance or correction and constructive criticism 

-To recognize and respect another's authority 

-To complete instructions and work under supervision 

What should you expect of your employer? 

-To assess employment conditions 

-To evaluate work standards and schedules 

-To state cleariy personnel procedures 

-To identify clearly emergency and safety procedures 

-To define loyalty 

Source. Adapted from National Alliance of Business, 1986a, pp. 791*794. 
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What Should Be Included in a Generic 
Workplace Career Development Skills Curriculum? 

Exhibit 13 provides guidance in designing a career 
development skills curriculum. 



What are the objectives of this training? 
-To empower participants to take charge of their own careers 
-To explore the meaning and practice of career development 
-To leam techniques for ongoing evaluation of a career 
-To plan for employment future 

How do you do an initial self-assessment? 
"Vv'ho am I? What do I want to do? 

-Self-concept 

-Values clarification 

-Personality characteristics and personal style 
-Motivational patterns 
-Occupational interests 
-Personal prefere.ices 
-Where have I bee» ' 

-Personal and educational background 

-Work history and experience 

-Key accomplishments and successes 

-Peak experiences 

-Significant life decisions 

-Satisfying and dissatisfying experiences 

What is a future self-assessment? 
-Where am I now? What can I do? 

-Analysis of current job. behavioral demands, importance of various job 
elements, likes and dislikes 

-Values skills and abilities, professional/technical, managerial, personal, 

^Special knowledge and capabilities, personal qualities, developmental 
needs, sources of satisfaction and dissatisfaction 
-Where do I want to be? 

-Occupational daydreams, ideal job description 

-Desired future accomplishments 

-Preferred working environment 

-Ideal life-style 

-Career goals 

-Personal goals 



Exhibit 18. Organizational Career 
Development Training: Moving Up the Ladder. 
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Exhibit 18. Organizational Career 
Development Training: Moving Up the Ladder, Cont'd. 



How do you conduct an environmental assessment? 
-What's out there? 

-Organization profile, business outlook 

-Opportunity structure, job requirements, selection standards 

-.Available career paths or options 

-Developmental policies 

"Other resources and information 

How € you develop a goal-directed action plan? 
-What's the next step? 

-Reconciling self-assv^ment with environmental assessment 

-Identifying long-range alternatives 

-Specifying short-range goals 

-Setting priorities 

-Preparing an action plan 

-Developing a contingency plan 

How do you implement your action plan? 
-How do I get there? 
-Develop marketing techniques 

-Establish career action projects with time frame for completion 



Source. Adapted from Gutieridge and Otte, with Williamson, 1983, pp. 
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Group Effectiveness Skills: 
Working with Others 



People constantly interact with other people. At work, peopie 
associate with each other as superiors, co-workers, subordinates, 
professional colleagues, consultants, suppliers, prospective cus- 
tomers, and customers— and may act as friends, allies, or op- 
ponents. To perform work roles effectively without sacrificing 
our essential individuality or productive human relationships 
requires the application of good group effectiveness techniques 
such as interpersonal, teamwork, and negotiation skills. 
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Remember that the entire population of the universe, with 

one trifling exception, is composed of others. 

John Andrew Holmes 

Barnes & Noble Book of Qitotalions 

What Are Interpersonal Skills? 

Everyone has a need for affiliation and association. Life 
is full of interdependent relationships that, to work successfully, 
take coordination, patience, and communication. People who 
are perceived as highly accomplished in getting along well with 
other people in most situations are said to have good interper- 
sonal skills. Interpersonal skills combine an ability to be proac- 
tive with a capacity for sustaining effective and productive 
interaction between and among group members. A person who 
demonstrates effective interpersonal behavior has acquired the 
ability to sustain trust, openness, emotional support, and the 
expression of strong feelings. 

Interpersonal skills cannot be clearly separated from ac- 
tivities carried on in everyday life. They are reflected in such 
factors as the following: 

• How a person chooses to motivate others (in a caring or a 
punishing way) 

• How secure a person is about appropriately disclosing his 
or her needs 
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• Whether or not a person feels free to express warmth and 
caring 

• How positively a person can undertake to confront someone 
at the appropriate moment 

• Whether or not a person chooses to convey openly an under- 
standing of others 

What Theories Support Current 
Training in Interpersonal Skills? 

Many theories about how people interact impact signifi- 
cantly on the techniques currently used to conduct-training in 
human relations. The theories discussed below represent several 
schools of thought that when applied successfully can lead to 
enhanced interaction between individuals and within and among 
work groups. 

The Fundamental Interpersonal Relations Orientation- 
Behavior (FIRO-B) Scales Theory. The FIRO-B theory is a three- 
dimensional theory of interpersonal behavior (Schutz, 1958). 
Its three behavior types are inclusion, control, and affection (see 
Figure 14). 

"The literature supporting reasonableness of postulating 
these three interpersonal needs and the FIRO-B instrument as 
a tool to mecisure individual characteristics of these needs is com- 
pelling^ (Mink, Mink and Owen, 1987, p. 9). Inclusion, ac- 
cording to Schutz (1958, p. 22). deals with such things as 
attention, acknowledgment, recognition, prominence, identi- 
ty, and participation. Control is communicated by behaviors 
expressing leadership, power, accomplishment, and intellectual 
superiority, among other things (p. 23). Positive affection is em- 
bodied in "situations of love, emotional closeness, personal con- 
fidences, and intimacy, while negative affection is characterized 
by hate, hostility, and emotional rejection" (p. 24). The scale 
used in the FIRO-B was specifically designed to measure inter- 
personal relationships in order to provide feedback for under- 
standing group members' interaction. 

The FIRO-B theory is commonly used in human rela- 
tions training as an exercise to measure expressed or wanted 
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Figure 14. Questions Related to Entry into a Group. 



Who*s in charge here? 
How much,power do I have? 




Source: R. S. Ross and R. M. Ross, Relating and Interacting. An Introduction 
to Interpersonal Communication, © 1982, p. 7. Reprinted by permission of Prentice- 
Hall, Inc., Englewood Cliffs, N.J. 

inclusion, control, and affection. If the FIRO-B activity is pre- 
sented correctly, an increase in openness will occur along with 
other positive behavioral changes that can enhance each mem- 
ber's contribution to a group and make the group as a whole 
a more effective vehicle for achieving its objcctive(s). 

Gestalt Theory. Gestalt theory is frequently the basis for 
training techniques that have demonstrated g.eat success in im- 
proving individual competence in human inlen^ction skills. The 
Gestalt principle, simply stated, is that the whole is greater than 
the sum of its parts. The first person to app./ this principle to 
social units or groups was psychologist Kurt Lewin, whose re- 
search findings suggested that a group does, indeed, take on 
a distinct personality that supersedes the personalities of its 
members. 
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Much of the activity that has grown up around the ideas 
of Gestalt was guided for many years by humanistic psychologist 
Fritz Perls. Perls was one of the key innovators of the human 
relations movement during the 1950s and 1960s. 

Gestalt theory is especially relevant to interpersonal skills 
training because many people are not particularly aware of their 
internal events, and Gestalt-based techniques focus on increas- 
ing self-awareness. Once awareness is achieved, excitement and 
energy emerge; these, in turn, can lead to action resulting in 
contact. Contact is defined as "the coming together of me with 
something or someone that is not me; ... an appreciation of 
the uniqueness and difference of the other^ (Karp, 1976, p. 203). 
In Gestalt theory, this process is known as the contact cycle (see 
Figure 15) and is the key concept in Gestalt psychology (Pfeiffer 
and Pfeiffer, 1975). 



Figure 15. Contact Cycle and Gestalt Psychology. 




Source, Reprinted fromj, William Pfeiffer and John E. Jones (eds.), The 
1975 Annual Handbook for Group Facilitators, San Diego, Calif.. University Associates, 
Inc., 1975. Used with permission. 

For example, suppose someone is walking down the street 
one morning and comes upon a bakery that radiates a wonder- 
ful smell of freshly balced goods. The person's mind creates a 
fantasy of delicious pastries, prompting a decisive move to make 
fantasy a reality by entering the bakery and making a purchase. 
Finally, settling on a nearby bench, the person proceeds to eat 
(make contact with) the purchased pastries. 

While contact is normally seen as a good or desirable end, 
too much contact (satiation) dulls the senses and diminishes 
awareness, the critical first step in the contact cycle. To sustain 
the cycle's forward movement — to keep desire and interest alive— 
each person develops a rhythm of contact and withdrawal. In 
terms of food, for example, although it is desirable to convert 
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fantasies into actual consumption (contact), there is also an ob- 
vious need to avoid overindulgence so that food can be digested 
properly and one's weight controlled. To do this, people set up 
food rhythm cycles (such as eating only two or three times daily) 
and indulge in fulfilling special food fantasies only occasionally. 
In the same fashion, they establish a rhythm of contact and 
withdrawal from other people, depending on how often and how 
intensely they want to make contact. At times, they do not want 
any interpersonal contact. 

Another impediment to a fulfilled contact cycle is resis- 
tance. Resistance occurs between the excitement and awareness 
stages of the contact cycle. In the bakery example, although a 
person is stimulated by fantasies of how tasty the baked goods 
will be and takes action by starting to enter the store, resis- 
lance —the voice of experience and conscience-- may say, "You 
weigh too much. Stop before you ruin your diet. Turn away." 
Thus, resistance may break the contact cycle despite awareness 
and excitement to action. Akhough resistance is frequently seen 
as bad, it often serves to stop us from making contact with 
undesirable events or people. Contact and contract are concepts 
that are also used to describe elements of teamwork and negotia- 
tion, as we shall see later in this chapter. 

Another Gestalt theory concept that plays a major role 
in interpersonal training is called figure/ground. When some- 
thing is a figure— an issue that is clearly and sharply focused— its 
very presence and clarity justify the need to deal with it. Once 
an issue (figure) is laid to rest, it can be moved to the background 
(ground), and another important issue can be addressed. How- 
ever, until and unless a figure (issue) is dealt with, it is always 
present and influential. 

For example, if two groups meet, lack of knowledge about 
the people in the other group may be the issue (figure) for one 
group. Not until someone in that group acknowledges anxiety 
does this issue (figure) begin to pass into the background. For- 
tunately, many issues (figures) can be released simply by acknowl- 
edging them. 

At the individual level, an example of figure/ground re- 
lates to Dale Doe, a member of a work group in an interper- 
sonal skills workshop. Dale's issue (figure) is anger that Dale 



ERLC 



312 



294 



Workplace Basics 



denies rather than acknowledges. To get rid of that anger, Dale 
would need to admit to it (unblock it) and begin to understand 
its origins. To do so, Dale would need to answer such ques- 
tions as "What am I doing? How am I doing it? What do I want? 
What do I need? What am I pretending? What do I feel angry 
about? With whom am I most angry?" 

A concept unique to Gestalt theory is that of experiment. 
An experiment is the opposite of a structured approach in that 
a structured experience offers some expectation of what the out- 
come might be, whereas the experimental approach is totally 
free of expectations. The experimental approach is used within 
the framework of the contact cycle. A person or group is asked 
to take on an activity and to allow the action to lead it without 
any preconceptions about the outcome. This resembles a labora- 
tory experiment in which a new combination of chemicals is 
mixed to see what will result. 

Jungian Theory of Personality Types, A third theory found 
in many human interaction skills training programs is the Jung- 
ian theory of personality types. Swiss psychiatrist Carl Jung de- 
veloped a theory that states that apparently random variations 
in human behavior are actually orderly and consistent and result 
from basic differences in the way people use their perceptions 
and judgment. According to Jung, each p^^rson uses all four of 
the processes (sensing and intuiting, thinking and feeling) iden- 
tified by his typology, but each person's personality type is 
distinguished by a relative preference for each of the processes. 

Thejohari Window, The Johari Window (named after 
its creators, Joseph Luft and Harry /ngham) gives a slightly 
different theoretical perspective to viewing interpersonal skills. 
It relates to concepts of disclosure, feedback, and revelation (see 
Figure 16). The window's four quadrants or areas represent a 
whole person in relation to others. 

Area I (free activity) represents behavior and motivation 
known to the self and known to others. It shows the extent to 
which a person is involved in give-and-take, working with others, 
and enjoying experiences with others. The larger this area, the 
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Figure 16. Johari Window. 
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The following charts illustrate the effects of self-diselosurc and feedback. 
Under conditions of self-disclosure 
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Under conditions of feedback 
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Under conditions of self-disclosure and feedback 
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Source. J. Lufl, Group Processes. An Introduction to Group Dynamics, by per* 
mission of Mayficld Publish'ig. Copyright © 1984, 1970, 1963 by Joseph Lufl. 
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greater the person's contact with the real world and the more 
available the person's abilities are both to self and others. The 
more the free self coincides with the whole self, the more the true 
self is communicated with others and the less tension there is for 
a person. Complete coincidence is not possible, or necessarily 
desirable, for anyone. But (as illustrated in Figure 19) through 
self-disdosure and feedback, a person can expand the boundaries 
of the free area to encompass more situations and relationships. 

Area II (blind area) represents behavior and motivation not 
known to oneself but apparent to others. For example, a person 
may have a mannerism in speech or gesture but be unaware of it 
even though it is quite obvious to others. Feedback is one way 
in which others can help a person to open up to the blind self 
by letting the person know what they see that he or she cannot. 
If offered in a supportive and responsible way, feedback can 
inform a person of the effect that certain behaviors have— of how 
actions, attitudes, and ideas are having a positive or negative effect 
on others, and how the person is conditioning his or her life. 

Area III (private self) represents behavior and motivation 
known to the self but kept from others. In a group coming 
t«;geiher for the first time, this quadrant is large because a per- 
son does not know much about new acquaintances. This area, 
which remains large if a person keeps thoughts and feelings in- 
side, is the site of what is known as the hidden agenda. Disclosure 
is one way of sharing the private, hidden self with others. But 
the choice of disclosure belongs to the individuals; no one has 
the right to force a person to disclose the hidden self. 

Area IV (unknown activity) represents behavior and motiva- 
tion not known to oneself or to others. We know this area exists 
because a person and the other people with whom the person 
interacts sometimes discover new behavior or motives that were 
present all along. Revelation is the means by which the unknown 
self is unveiled. For example, a slip of the tongue may reveal 
something formerly unknown about a person. Revelation comes 
spontaneously; it cannot be planned. 

Delivery Modes. Several delivery modes based on the 
theories described above lend themselves to training in interper- 
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sonal skills. The overriding theme is that working alone no one 
can make himself or herself skillful in interpersonal relations. 
The idea is to provide opportunities for tivo or more people to 
become aware of new ideas, to experiment to enlarge their reper- 
toire of skills, and to improve their competency by using each 
other as sounding boards that reflect how each is doing in put- 
ting ideas into practice. One of the most successful ways to do 
this is by training in a functional context, exploring applica- 
tion of concepts in the context of real-world situations and mate- 
rials through modeling, role playing, case studies, and other 
similar activities. 

What Are the Essential Elements 
of Training in Interpersonal Skills? 

A relatively new theory, the Telationship life cycle (Portnoy, 
1986), provides us with a paradigm for discussing how to achieve 
competence in the area of interpersonal skills. Robert A. Port- 
noy, administrator for human resources development at McDon- 
nell Douglas Astronautics Company, developed this theory to 
explain how working relationships develop and adapt to the 
changing needs of groups (Portnoy, 1986, pp. 23-56). The rela- 
tionship life cycle model (see Figure 17) illustrates how people 
develop working relationships and either learn to cope with 
differences or face disintegration of a relationship because of con- 
flicts that could not be resolved. 

When a group comes together for the express purpose of 
performing a task, achieving task completion may be more im- 
portant than immediate concern with improving the group's in- 
terpersonal relations. "However, when a group has come 
together for the purpose of developing and improving interac- 
tive skills, human behavior must become the most important 
factor in performance and the consequent observation" (Rae, 
1985, p. 30). By discussing and observing human behavior- 
within groups, between groups, and between individuals — in 
each stage of the relationship life cycle model, it is possible to 
identify and build incrementally the essential skills that can lead 
to competency in interpersonal skills. 



ERLC 



31G 



Figure 17* Relationship Life Cycle Model, 
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Source. Robert Fortnoy, Leadership. What Every Leada Should Know About 
People, © 1986, p. 41. Rcpnnted by permiss.on of Prentice- Hall, Inc., Englcwood 
Cliffs, N.J. 
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On the job, establishing credibility, the first stage in 
forming a relationship, can be formal (such as an exchange of 
written personnel information) or informal (such as a recom- 
mendation or words of support from a colleague). Basically, a 
transaction takes place prior to any face-to-face meeting between 
principal parties,, and credibility results when each party sees 
the other^s credentials or claim as appropriate for the purpose 
of the potential relationship. Areas of training related to this 
stage are as follows: 

• Cross-cultural awareness (differences among people from 
dissimilar backgrounds) 

• Job skills knowledge (competent job performance) 

• Written communication (accurate expression on paper) 

The second stage, becoming acquainted, may be initiated 
formally through interviews and group meetings within a job 
settingor informally in a more relaxed, social environment. This 
interaction moves beyond the basic credentials of the first stage, 
going into additional qualifications that become important in 
the potential relationship. Each party evaluates the other on how 
well both*s expectations and personal wants match. Areas of 
training related to this stage are as follows: 

• Interview skills (asking and responding to questions) 

• Active listening (responding nonjudgmentally to a spea!:er^s 
content and feeling, thereby building rapport) 

• Values clarification (discovering whatever is so important 
to a person that it is unlikely to be compromised) 

• Interest identification (learning what each person likes) 

• Learning styles (finding out how each person learns best: 
by seeing, hearing, talking, and so on) 

• Nonverbal communication (observing and interpreting body 
language) 

If there are going to be any attachments, they begin to 
develop at the third stage, forming attachments, and a certain 
amount of energy will be devoted to the prospect of forming 
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the relationship. As trust begins to emerge, a shell of bonding 
and relationship forms. Areas of training related to this stage 
are as follows: 

• Disclosure (opening up. to another) 

• Process observation (understanding and describing the ac- 
tion in the immediate environment) 

• Feedback (giving and receiving responses) 

• Oral communication skills (saying well what one really means) 

• Self-insight skills (understanding the thoughts, feelings, 
motives, and so forth that are inside oneself) 

The fourth stage— clarifying roles, defining expectations, 
negotiating, and modeling— is characterized by people's active 
participation in formulating the functions expected to be per- 
formed by each member in a relationship. Individual roles and 
functions are usually classified and agreed on through one of 
two channels: negotiation or modeling (an unconscious process 
based on patterns of behavior acquired from previous experience 
in relationships). The areas of training related to this stage are 
as follows: 

• Negotiation skills (giving and taking to reach consensus) 

• Role negotiating (positioning with regard to others) 

• Modeling (setting an example and learning fi others' ex- 
amples) 

• Mental flexibility (adapting to the needs of the moment) 

• Goal setting (establishing objectives) 

In Portno/s words, **Once roles have been clarified and 
mutually understood, the individuals strengthen their attach- 
ment to one another, forming what becomes a sense of integra- 
tion and commitment" (1986, p. 31). At this stage, they behave 
as members of a functioning unit with a sense of camaraderie 
and loyalty to the group and to the greater organization. Others 
perceive them as having established a relationship separate and 
apart from other relationships. The areas of training related to 
the integration and commitment stage are as follows: 
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• Group processing skills (how individuals react in groups) 

• Group dynamics skills (what happens in a group: cohesive- 
ness, conflict, communication rates, and so on) 

• Coaching (consultation for reaffirmation or criticism of per- 
formance) 

In the stability stage, each member of the relationship per- 
forms in a way that meets the other's expectations, and every- 
thing is running smoothly, with individual, group, and 
organizational objectives being met. Areas of training related 
to this stage are as follows: 

• Teamwork training (working together) 

• Group growth skills (enhancing group performance) 

• Risk taking (performing creatively) 

• Consensus building (gaining support for ideas and actions) 

A jolt is a disturbance that interferes with the relation- 
ship's operations. A jolt occurs when one person's behavior is 
inconsistent with the expectations of another. When changes 
occur in a person's role performance, tension between that per- 
son and another may result, disrupting their relationship's stability. 
Misunderstandings will arise in even the most fully realized rela- 
tionship. Jolts occur in every relationship and may simply reflect 
the fact that human beings are not static. Areas of training 
related to the jolt stage are as follows: 

• Patience and flexibility (learning how to deal with discon- 
tinuity of expectations) 

• Brainstorming and synectics (techniques for new ways of 
thinking to solve problems) 

• Tolerance for ambiguity (ability to function in uncertainty) 

During the stage of instability, a relationship is strained 
because individual and group needs are not being met. There 
is defensive behavior and avoidance (emotional withdrawal). 
Efficiency suffers when people have difficulty dealing with the 
problem or problems that create instability and engage in blam- 
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ingand hostUe projections. Areas of training related to this stage 
are as follows: 

• Conflict management (techniques for reaching mutual agree- 



• Repair strategies (learning how to "make up" after disagree- 
ment) 

• Force field analysis (a problem-solving technique for analyz- 
ing and dealing with resistance to change) 

Perhaps the most important skills to master in the general 
area of human relations training (interpersonal, negotiation, and 
teamwork skills) have to do with conflict management. In the 
working world, success largely depends on the ability of in- 
dividuals at all levels of the work force to get along with each 
other. Situations in which people treat each other like objects 
rather than thinking, feeling human beings inevitably lead to 
retaliation of some sort. If peopi. are made aware of the fact 
that differences in human operating modes are a regular, nor- 
mal part of human interaction, it becomes possible to create 
training experiences that help them defuse potentially counter- 
productive situations. Portno/s relationship life cycle provides 
one skills training model for addressing the many aspects of in- 
terpersonal skills training. 

What Constitutes Competency in Interpersonal 
Skills? What Constitutes Mastery? 

A person who has developed credibUity and competency in 
interpersonal skills is a person who has the capacity and inclina- 
tion to be proactive. A proactive person is aware of how changes 
in his or her behavior act as a catalyst for change in the behavior 
of others. In our culture, this awareness is often difficult to acquire. 
Our general cuhure and, in particular, ^ur formal schooling in- 
cline us to act through the use of organizational tools in an at- 
tempt to bring about change in others rather than to sensitize 
us to our ability to change situations through personal action. 
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The disposition to act through an external medium seems 
to be built into the way we are taught to think about social reality 
and, more concretely, built into the manner in which we learn 
to talk to each other. We tend to give credence to our percep- 
tions of others and to feel justified in generalizing from these 
even though we know that perceptions are inevitably biased by 
our internal views. It is rare to find a person who is aware of 
his or her internal biases and can therefore control personal 
behavior in a way that produces effective change. 

The ultimate interpersonal skill is the skill of personal ac- 
tion. This is a complex skill that requires an inventory of learn- 
able behavioral skills such as self-disclosure, empathy, listening, 
feedback, and challenge (asking for feedback). Personal 
action is not attainable without this inventory of interpersonal 
skill behaviors; separately, however, these behaviors do not 
guarantee successful acquisition of the skill of personal action. 
The successful blending and stylizing of these skills is analogous 
to a pianist's acquiring virtuoso status. All skills required to play 
a Beethoven concerto can be identified and learned, but vir- 
tuosity only comes through a personalized, stylized integration 
of skills. The essence of the skill of personal action is embodied 
in what psychologists refer to as the proactive personality. The pro- 
active person has the courage to face the consequences of in- 
dividual decisions. Further, he or she assumes that we are all 
born with some degree of intentional forward thrust, just as we 
are all born with some degree of intelligence. As with intelli- 
gence, proaction can be modified by circumstances, individual 
effort, or social/environmental conditions. 

What Is an Example of a Successful Workplace 
Training Program in Interpersonal Skills? 

Duke Power Company, headquartered in Charlotte, North 
Carolina, is a large utility company that provides electricity to 
1.5 million residential, commercial, and industrial customers 
in the central portion of North Carolina and the northwestern 
section of South Carolina. In 1987, 64 percent of the electricity 
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generated by Duke Power came from nuclear sources, 34 per- 
cent from coal, and 2 percent from hydroelectric and other 
sources. In 1987, the company, which then employed 20,000 
people, had revenues of $3.7 billion. 

Duke Power offers many professional development courses 
to exempt and nonexempt (hourly wage) employees. Before 
1988, few professional development courses were open to non- 
exempt employees, but in that year, all courses were opened 
to every employee. Managers who believed that their nonexempt 
employees needed training in the same skills as managers and 
other exempt employees requested the change. Now, although 
all employees receive the same training, employees attend courses 
with their peers; different levels of employees are not mixed 
unless the demand for a particular class is low. 

The professional development courses were opened to all 
employees not only because of the managers' request but also 
because Duke Power saw the strategic need for all employees 
to gain a broader perspective of their jobs, to have a greater 
appreciation of their organizational roles, and to possess strong 
management skills. The company is flattening its organization, 
and with fewer managers, employees at lower levels need to have 
skills that traditionally were associated with management-level 
positions. 

Duke Power pays for the professional development courses 
and course materials. Individual departments, however, are 
responsible for the costs of getting their employees to the train- 
ing site and for their lodging and meals during training. All 
courses are conducted on company time. 

Managers and supei visors are sent catalogues that list the 
training programs that they may nominate employees to attend. 
Employees may also ask to attend specific courses, but the em- 
ployees must be nominated by their supervisors. In general, 
training programs are volun:ary, although managers may re- 
quire that employees attend. The training department prioritizes 
all of the requests for training and places employees in courses 
according to the slots that are open. 

Interpersonal skills are taught in the Professional Devel- 



ERLC 



323 



Interpersonal Skills 



305 



opment Core Curriculum, a series of three courses: Personal 
Development, Relationship Development, and Career Develop- 
ment. Each cv^urse lasts two days, for a total of six days of train- 
ing spread out over a six-month period. Two hundred employees 
complete the series of courses each year. Nearly all employees 
who attend are professional employees below the supervisory 
level, usually those who may eventually become supervisors. 
The courses were designed and developed with the aid of an 
outside consulting firm. Two of the three courses are taught by 
a consultant and the other by Duke Power trainers. Duke Power 
expects to have its own trainers soon teaching all three courses. 

Duke Power tedches little theory in its courses; rather, 
course content focuses on practical techniques. Interpersonal 
skills are the primary focus of the first two courses. Participants 
in them are introduced to the interpersonal skills necessary for 
personal and relationship development. Panicipants are given 
ample opportunity to divide into small groups to role play and 
practice ntw skills with guidance from trained facilitators. 

The objectives of the personal development courses are 
for pcJticipants to determine their personal work styles and learn 
what work styles others may have, learn how behaviors are 
related to stress, learn the important elements of a supervisor- 
employee relationship, and determine their individual super- 
visors' work styles. 

The goal is for the participants to understand themselves 
and what they bring to the work setting and to understand their 
supervisors. Participants also learn which work or job situations 
best match their behavioral life-styles. 

To promote achievement of goals and objectives, par- 
ticipants carry out exercises related to two instruments. The first 
instrument is designed to interpret each participant's work style 
and to help participants understand the implications of one's 
work style and the work styles of others. A second instrument 
assesses the behavior style of a participant's supervisor. By com- 
paring the two instruments' results, participants learn the value 
of complementary work styles. 

This part of the course also addresses the way that par- 
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ticipants may manage their relationships with their supervi- 
sors. To do so requires that an employee understand the super- 
visor and the work envi*- 'nment and also know his or her own 
strengths, limita*' ^ns, needs, and tendencies toward dependency 
on authority figures. Participants also need to become aware 
of their own and their bosses' communication styles because it 
is important to know how people receive information— especially 
to know the degree of involvement in day-to-day functions that 
supervisors want and how to u^J with disagreements with super- 
visors. 

The second course of the core curriculum, Relationship 
Development, is designed to enable participants to handle work- 
place relationships. Participants begin this course by learning 
relationship management theory and the myths and realities of 
relationship management. Through lectures and group activities, 
participants then learn to handle difficult interpersonal situa- 
tions. The first step in doing this is to diagnose interpersonal 
situations by identifying and analyzing them; the second is to 
create strategies for managing interpersonal situations; and the 
third is to anticipate and handle disruptive communication by 
using effective tactics. 

This course also addresses the way to deal with special 
situations, such as those involving conflict, confrontation, and 
negotiation. Participants improve their interpersonal skills by 
learning how to avoid or heal damage, such as anger and mis- 
trust, that may occur in interpersonal relations. 

Clearly, Duke Power teaches interpersonal skills in a func- 
tional context: Participants learn interpersonal skills as they 
relate to their specific work environments and their relationships 
with supervisors (Phillip M. Plott, telephone interviews, April, 
July, and October 1988). 

What Should Be Included in a Generic 
Workplace Interpersonal Skills Curriculum? 

Exhibit 19 provides an outline for developing an interper- 
sonal skills curriculum. 
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Exhibit 19. Basic Interpersonal Skills 
Training Workshop: A Three-Phase Model. 



What arc the objectives of this training? 

-To improve the skills necessary to interact constructively in a one-on-one 
and group situation 
-To practice these skills until proficiency is achieved 

-To hdp each participant understand his or her strengths and weaknesses in 
interpersonal skills 
-To learn how to continue to grow and master these skills 

How do you learn to build the skills of relationship, trust, and risk? 
-The individual skill-training phase to establish and develop mutual relation- 
ships through the core skills of relationship building includes the following. 
-Self-preservation: determining what you need to function effectively 
-Self-disclosure: an examination of interpersonal style 
-Concretcness: the more concrete the statements, the more immediate the 

interaction with others becomes 
-The expression of feeling, discover the place of emotion in interpersonal 

dialogues 
-Responding 

-Accurate empathy: the ability to respond actively and with under- 
standing to those who disclose themselves 
-Respect: examining the quality of respect for others 

What arc the skills of challenge? 

-New skills to enhance the ability to engage in the process of feedback and 
to challenge responsibly include the following: 

-Strength identification: recognize the strengths of others and let them 
know you appreciate them 

-Advanced accurate empathy, communicate to the other person not only 
what he or she says but what he or she is implying, make the connection 
between seemingly isolated statements 

-Confrontation: acknowledge what a person says versus what is actually 
done 

-Immediacy: examine what is happening in the here and now (process 
observation) 

What are group-specific skills? 

-Individual skills do not necessarily generalize to group situations, and it is 
sometimes necessary to learn how to use a variety of skills in a variety of 
combinations actively in a group. 

-Active response: when contacted by someone in the group, the par- 
ticipant contributes actively to the dialogue (active listening) 

-Taking the initiative, contacting others actively and not merely waiting 
to be contacted in order to establish and develop a relationship 
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Exhibit 19. Basic Interpersonal SkUIs 
Training Workshop: A Three-Phase Model, Cont'd. 



-Primary; level accurate empathy—spontaneous, accurate, empathic 
understanding, unforced 

-Sclf-disclosing; revealing the self without actively being requested to do 
so 

-Owning the interaction of others, acting as a catalyst in the conversation 

of others in order to help them achieve their goal 
-Using challenge skills: checking to see what is happening in each of the 

relationships being developed ("Where do you and I stand now in our 

relationship?") 

-Calling for feedback, asking others for confrontation or any other inter- 
action necessary to achieve goals 

Why do you develop a core contract? 

-Training structure is reduced to a minimum, pursuit of gods is achic»'*d 
through an open group experience by using newly acquired skills. The core 
contract is used to provide structure to examine each interpersonal style, 
observe self-behavior and receive feedback, acquire or strengthen basic in- 
terpersonal skills, and begin to alter interpersonal style to enhance lifestyle. 

Why do you keep a log? 

-To enter experiences, behaviors, and feelings that will help improve skills 

outside of the group experience 
-Hints for keeping a successful log include making entries concrete, keeping 

track of what one needs to work on, keeping a page for each group 

member, and deciding what one wants to accomplish in each following 

group meeting. 



Source: Adapted from Egan, 1976, pp. 27-33. 
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Mori Motonari (1497-1571), a Japanese warlord, when he 
was on his deathbed, assembled his three children. He gave 
each child an arrow to break, which each child did. He then 
asked that three other arrows be bound together, then each 
child took a turn at trying to break the bound arrows, but 
without success. Individually, the arrows offered no 
resistance, but together they were formidable. That lesson 
was iiot forgotten by the Mori heirs, and certainly not by the 
rest of the country in the generations to come. 

D. J. Lu 

Instde Corporate Japan, 1987 

What Is Teamwork? 

"Teams are collections of people who must rely on group 
collaboration if each member is to experience the optimum of • 
success and goal achievement" (Dyer, 1987, p. 4). Further, 
""teamwork is managed, planned, systematic coordination of 
effort by a group with a common goal in an optimally produc- 
tive way" (Lefton, Buzzotta, and Sherberg, 1980, p. 388). Team- 
work is managed because someone — officially or unofficially, 
formally or informally— exercises control. Teamwork is planned 
because it results from preparation and organization. It is sys- 
tematic because its cc .ponents, the team members, act as a 
unit and share a common goal. Also, a team's shared purpose 
and its coordinated efforts work to get tae most output per unit 
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of input (Lefton, Buzzotta, and Sherberg, 1980, pp. 388-389). 
Underlying these descriptions of teamwork is a concept of co- 
operation in which individuals' interests are subordinated to 
group unity and efficiency. 

In the workplace, teams are organized so that individuals' 
talents and skills can be directed through group effort to the ac- 
complishment of vital tasks and goals. This pooling of human 
resources frequently requires people to display the flexibility and 
versatility that allow team members to "pic., ofT or complement 
each other's skills. 

Quality teamwork results when team members know how 
to recognize and work with a wide variety of unique personalities 
and when each team member has a sense of the cultures and 
approaches that other members represent. Successful teaimwork 
only occurs when team members understand the dyneimic inter- 
action among members and how the dynamics evolve as a team 
moves toward its goal. 

Each team member needs to be aware of the skills that 
other team members have and how those skills can be applied 
to help reach the group goal. To have this awareness, team 
members need to provide and receive feedback in a focused man- 
ner. When team members communicate, they need to appreciate 
the fact that people gather and process information in personal- 
ized ways. Good teamwork is grounded in recognition and use 
of the valuable differences among team members' strengths. 



The concept of teamwork has a historic tradition in the 
United States, but the idea of training to improve teamwork 
skills is relatively new. Because team members must exercise 
interpersonal and negotiation skills, teamwork training shares 
some of the same theoretical bases as those skills. Training to 
improve team performance, particularly of task-onented groups, 
draws on experience with and research on the ways in which 
individuals behave in small groups in an organizational environ- 
ment. Several major theories and research efforts are impor- 
tant in teamwork training. 



What Theories Support 
Current Training in Teamwork? 



ERIC 




Teamwork 



311 



The Hawthorne Studies. The breakthrough studies of how 
people work together came in the late 1920s and early 1930s 
with the Hawthorne studies. In this research, a group of Har- 
vard University professors at the Hawthorne, Illinois, plant of 
Western Electric set out to test the hypothesis that work output 
was connected with work-area lighting. The results were not 
what researchers had anticipated. Instead, they found that pro- 
ductivity rose whether lighting was increased or decreased as 
Jong as workers stOl had enough light to see. Further analysis 
revealed that the most significant independent variable influenc- 
ing productivity was a sense of group identity, a sense of "social 
support and cohesion that came with increased co-v/orker inter- 
action" (Dyer, 1987, p. 8) -that is, with teamwork. 

Since the Hawthorne studies, countless studies of group 
behavior and team effectiveness have encouraged the belief that 
it is reasonable and worthwhile to think of teamwork as a train- 
able skill. 

Jungzan Theory and the Myers-Briggs Type Indicator. To- 
day most training programs that provide insight into enhanc- 
ing individual teamwork skills are based on what works in 
practice, with relatively few programs based explicitly on theory. 
But one of the instruments most widely used in developing suc- 
cessful teamwork training programs, the Myers-Briggs Type 
Indicator (MBTI), has an explicit theoretical framework sup- 
porting its objectives. Isabel Briggs Myers, chief architect of the 
MBTI, intended to implement Carl Jung's theories through the 
use of the indicator. The MBTI is one of a growing number 
of psychological instruments concerned primarily with normal 
behaviors (McCauUey, 1981). 

People's preferences in perception and judgment, as mea- 
sured by the MBTI, come into play in the two major aspects 
of teamwork: communicating and problem solving. All of a 
team's problem-solving efforts can be reduced to the gathering 
of information and the translation of information into plans of 
action for the scientific pursuit of knowledge, seeking of solu- 
tions to technical problems, resolution of moral issues, or con- 
duct of day-to-day business. 

Myers's (1974) results suggest that good teamwork calls for 
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team members' recognition and use of certain valuable differ- 
ences among them. These differences resuk from the four basic 
preferences about tlie use of perception (sensing and intuiting) 
and judgment (thinking and feeling). 

Individuals exercise a preference for one of the tv/o per- 
ceiving functions and one of the two judging functions. The less- 
preferred function from each pair is used less and is accordingly 
not as developed or trusted as the preferred function. A person 
can be associated with pairs of functions, then described as a 
person who either 

perceives primarily through sensing and judges primarily 

through thinking, 
perceives primarily through sensing and judges primarily 

through feeling, 
perceives primarily through intuition and judges primarily 

through thinking, or 
perceives primarily through intuition and judges primarily 

through feeling. 

The MBTI also indicates whether a respondent has a 
preference for an attitude of extraversion (a focus on the world 
of people and things) or introversion (a focus on the world of 
ideas and concepts). Then the MBTI categorizes a person ac- 
cording to one of sixteen possible combinations of preferences 
(see Table 6). 

The MBTI is a nonjudgmental instrument through which 
people report on themselves In order to learn about themselves 
and their preferences. It is extremely well researched and offers 
a logical and orderly model of human behavior. 

Several benefits accrue to organizations that use the MBTI 
as a tool for improving teamwork skills (Hirsch, 1985). First 
and foremost, it identifies the strennhs and weaknesses of peo- 
ple working together on projects and teams. This enables deci- 
sion makers to parcel out cissignments in a more productive way. 
By identifying individual preferences, the MBTI enables man- 
agers to put together working groups that have fewer interper- 
sonal conflicts. It can also help people deal more effectively with 
other levels of intraorganizational conflict. 
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Tabic 6. Examples of Contributions Made by Each 
Preference to Each Type of the Myers-Briggs Type Indicator. 



ISTJ 

/ Depth of concentration 
S Reliance on facts 
T Logic and analysis 
J Organization 


ISFJ 

/ Depth of concentration 
S Reliance on facts 
F Warmth and sympathy 
/ Organization 


INFJ 

/ Depth of concentration 
N Grasp of possibilities 
F Wannth and sympathy 
J Organization 


INTJ 

/ Depth of concentration 
N Grasp of possibilities 
T Logic and analysis 
J Organization 


ISTP 

/ Depth of concentration 
S Reliance ?n facts 
7' Logic zzid analysis 
P Adaptability 


ISFP 

/ Depth of concentration 
S Reliance on facts 
F Warmth and sympathy 
P Adaptability 


INFP 

/ Depth of concentration 
N Grasp of possibilities 
F Wannth and sympathy 
P Adaptability 


INTP 

/ Depth of concentration 
N Grasp of possibilities 
T Logic and analysis 
P Adaptability 


ESTP 
E Breadth of interests 
S Reliance on facts 
7' Logic and analysis 
P Adaptability 


ESFP 

E Breadth of interests 
S Reliance on facts 
F Wannth and sympathy 
P Adaptability 


ENFP 
E Breadth of interests 
N Grasp of possibilities 
F Wannth and sympathy 
P Adaptability 


ENTP 
E Breadth of interests 
N Grasp of possibilities 
T Logic and analysis 
P Adaptability 


ESTJ 

E Breadth of interests 
S Reliance on facts 
7* Logic and analysis 
J Organization 


ESFJ 

E Breadth of interests 
S Reliance on facts 
F Wannth and sympathy 
J Organization 


ENFJ 

E Breadth of interests 
N Grasp of possibilities 
F Wannth and sympathy 
J Organization 


ENTJ 
E Breadth of interests 
N Grasp of possibilities 
T Logic and analysis 
J Organization 



Source M H McCaulley.yun^i Theory of Pijchlcgual Typa and tht Mytrs-Bnggs Typt Indtcatot, © 1981, Center for Applications of Psychological 
TypCf Gainesville, Florida. Reprinteil with pennission. 

NoU. E - cxtrovciiion, I - introversion, S- sensing, N- intuition, T- thinking, F-feeling, J -judgment, P-percepuon. 
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Gestalt Theory. When the principles of Gestalt theory (dis- 
cussed in Chapter Fourteen) are applied to an organizational 
environment, the objective is to achieve collaboration that pro- 
duces the best results in terms of v\^orkers' satisfaction and 
productivity. These results occur v\rhen each person is clear and 
concise about v\rhat he or she v/ants for himself or herself and 
for the organization and each person can effect and maintain 
good contact v\^ith the other members of the organization (Karp, 
1976). 

The principle of negotiath % for contact is an alternative 
to negotiating for contract (both of v\rhich are discussed more 
fully in Chapter Sixteen). Negotiating for contact is the essence 
of team relationship building because it is a collaborative effort 
based on the recognition that pov/er resides in individuals and 
that each person has a right to maintain individuality v^hile con- 
tributing to the team effort rather than an obligation to go 
"underground" in order to "play the game" (Karp, 1976). 

Disclosure of Internal Frames of Reference Theory. The 
theory of disclosure of internal frames of reference is one of 
several more recent teamv\^ork theories substantiated through 
empirical research (Culbert and McDonough, 1980). It asserts 
that people may improve their abilities to v\^ork together once 
they become more skilled at viev/ing each other "in the proper 
context." This theor/s central premise is that each person finds 
a unique v\ray of aligning self-interests v\rith a job's requirements. 
Further, the theory states that v/ork teams whose members 
understand and respect these alignments function more effec- 
tively. This approach seeks to help team members understand 
what another person wishes to accomplish through his or her 
behavior rather than projecting potentially inaccurate intentions 
onto the other person's actions (Mitchell, 1986). 

Use of teamwork training as a tool for improving organi- 
zational productivity is likely to grow in the years ahead. When 
theories as yet unheard of are developed and applied, their suc- 
cess will depend on how carefully the essential skills needed to 
be an effective team player can be matched with the particular 
requirements of different organizations. 
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What Are the Essential Elements 
of Training in Teamwork? 

"Productive team members share information, exchange 
ideas, contribute new directions, and solve problems'* (Miskin 
and Gmelch, 1985, p. 127). Effective team membership requires 
mastering many areas of expertise: task-oriented skills, generic 
problem-solving skills, group-processing skills, and interpersonal 
relations skills. 

Every group or team passes through generic stages of devel- 
opment. Below is an overview of these stages and the problems 
inherent in each. It is to resolve these problems that organizations 
provide training in teamwork skills. Left unsettled, the problems 
can and do result in significant obstacles to effective team function- 
ing and ultimately affect an organization's productive capacity. 

The first stage of team development is building a new 
team. All teams face the challenge of turning diverse individuals 
into a functioning group with mechanisms and processes for goal 
setting, problem solving, decision making, task completion, com- 
munication, and support. The advantage of building a new team 
is that it offers an opportunity to set up processes properly from 
the outset. Doing so requires an initial team-building effort that 
concentrates on the following process issues (Dyer, 1987): 

« Consensus (agreement by all members) on the level of prior- 
ity of organizational needs to be addressed by the team 

• Consensus on shaied expectations of the team members 

• Clarification of the goals that the team wishes to accomplish 

• Agreement on work guidelines 

The second stage of team development is resolving con- 
flict within an existing team. Sometimes team members have 
difficulty arriving at a common understanding of the foregoing 
issue. This may happen when new members with a different 
understanding are added to an existing team (for example, 
follov\^ng the acquisition of another firm whose members must 
be assimilated) or when an ongoing team generates unresolved 
internal conflict. 



ERIC 



316 



Workplace Basics 



Whenever and for whatever reason conflict arises, it must 
be resolved before a team can function effectively. The first step 
in resolving conflict must be a commitment by all team members 
to ending it. With this fundamental agreement, members can 
then negotiate over specific areas of dispute. If a conflict is severe, 
the use of an outside mediator may be necessary. 

The third stage of development is consolidating the team. 
After a team has worked on interpersonal relationships by resolv- 
ing any major conflicts, it begins to build the trust and con- 
fidence to examine its operating methods. This usually results 
in the adoption of clearer, more systematic approaches that lead 
to clearer, more methodical ways of working. The improved 
relationships of the preceding stage are the basis for establishing 
the team's ground rules and working procedures. 

Yet another stage of development may involve revitaliz- 
ing the complacent team. Sometimes an effective team slips into 
an attitude of complacency until a challenge jolts the group into 
reaction. Typically, the challenge requires more creative thinking 
and innovative problem solving than the team is used to gen- 
erating. 

Figure 18 illustrates the kind of questions that need to 
be asked at each stage of group development to ensure that the 
team-building process remains on track. 

The quality of teamwork is governed by the extent to 
which members are able to achieve operational competency in 
five structural areas: 

1 . Accommodating the individual personalities of team mem- 
bers 

2. Understanding individual members' communication pat- 
terns 

3. Accommodating each member's cultural differences 

4. Understanding the dynamics of the team as it progresses 
through the growth cycle 

5. Being aware of and using each member's job-specific skills 
and abilities 

Teams are most frequently organized around this last area 
while the influence that the first four areas have on a team's 
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Figure 18. Diagnosing the Stages of Group Development. 



Forming — — 


» Storming ^— 






WiU I Be Accepted? 


Willi Be Respected? 


How Can I Help 
the Group? 


How Can We 
Do Better? 


• Who's here? 

• What role can I play? 
-Gatekeeper 

— Harmonizer 
-Organizer 
-Leader 
—Factfinder 

• Feelunceztain, 
tentative 


• What ideas, 
experiences, expertise 
can I contribute? 

• Do I agree or 
disagree? 

• What's in it for me? 

• The credentials game 

• What do I like? 
dislike? accept? 


• Here's how I do it 
on my job 

• Feel comfort, or 
discomfort, about 
role Tm playing 

• Want to help 

HJH 


• Free to ^ihare ideas, 
opinions, feelings 

• Unselfish 
enthusiasm for 
group members, 
the task 

• Feel need for 
dosure 

"We" 


Politeness 


Bid for Power 


Cooperation 


Enthusiasm 


• Smalltalk 

• Generalities 

• Limited disclosure 

• Relationships begin 
to form 


• Who will lead? 

• With whom can I 
align myself? 

• Compete with others 
based on personal 
agendas 

• Fight or flight 

• Quiet apprehensions 


• Self disclosure 

• Here's howl do it 

• Recognizing other 
ideas 

• UdiCiung more 
carefully 

• Commitment to 
emerging leadership 


• Praise and criticism 

• Straight talk 

• Having fun too 

• Paraphrasing, 

TicrppTitinn chf^^^^T\o 

occur more naturally 


Orientation 


Organizing 


Data Flow 


Creative Problem 
Sohing 


• Why are we here? 

• What's our assigned 
task? 

• Identify strengths of 
the group 


• What's the real 
problem? 

• Resistance to others' 
ideas 

• What's our mission, 
goals, strategy? 

• How will we 
proceed? 


• Open exchange of 
ideas and 
information 

• Problem definition 

• More trust 

• Urgency to identify, 
evaluate solutions 


• Decision making 

• Intensity about task 
completion 

• Relationship and 
results oriented 

• Shared responsibility 
for group process 


Why 


How 


What 


Criteria 



Source: 3M and Doug Peters and Associates, © 1988, p. 10. Reprinted 
with permission. 



330 



318 



Workplace Basics 



success or failure at task achievement is ignored. Regardless 
of each team member's level of expertise, it is hov^^ each suc- 
ceeds in team member interactions (the first four factors) that 
v^ill define and control the team's v^^orking relationship. 

Perhaps the most important of the first four areas is under- 
standing the communication patterns that individuals use to for- 
mat their conversations in groups. Because the ways in which 
people communicate strongly influence a team's potential for 
success, effective communication should be considered the foun- 
dation on which other teamwork skills such as leadership, prob- 
lem solving, conflict resolution, group processing, interpersonal 
relations, and task-oriented productivity skills are constructed. 

One approach to effective teamwork— team relationship 
building (White and McKeen, 1987) -relates to all five struc- 
tural areas, but particularly to communication patterns. This 
approach is essentially a matter of reaching agreements with 
others about how each member wants them to behave toward 
him or her in the work setting. It involves identifying what 
one person wants another to start doing, do more of, do less 
of, stop, or continue doing. These requests are made for the 
purpose of increasing the requester's individual effectiveness. 
To be successful in this effort, a person needs to develop an 
understanding of process observation, giving and receiving feed- 
back, active listening, depth interviewing, and negotiating for 
contact. 

Process observation is the ability to record what is going 
on at the surface of the group interaction. This task involves 
being able to describe objectively the actions of an individual 
or a group as they occurred during a given period of observa- 
tion. This is a difficult skill to master, but it is of generic im- 
portance to team effectiveness. 

Giving and receiving feedback involve skill in "the pro- 
cess of exchange through which people communicate their in- 
tentions and make their intentions and behavior congruent** 
(Mink, Mink, and Owen, 1987, p. 163). Two types of feed- 
back are essential to effective teamwork: performance feedback 
(on individual productivity) and interpersonal feedback (on how 
a person's actions are affecting other team members). 
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Active listening is a skill technique for helping people solve 
their own problems. The active listener focuses on and is in- 
volved with a speaker's need to communicate. The listener takes 
active responsibility for understanding both the content and the 
feelings being expressed by the speaker's v/ords, tone, and 
actions. 

Depth interviewing involves a facilitatoi^s open-ended, in- 
dividual interviews with all team members. After the interview- 
ing and a third-party analysis, each team member is given the 
collective information derived from other team members. Each 
person is then allowed time and opportunity to respond regard- 
ing his or her specific behaviors as they relate to group func- 
tioning and task accomplishment and to receive additional 
feedback from other members. 

Negotiation for contact is authentic communication about 
what a person wants. As noted earlier, this skill is the essence 
of team relationships because negotiating through contact is 
meant to satisfy the underlying wants of the parties involved. 

The advantage a person gains from understanding and 
being able to use this particular set of skills is the ability to main- 
tain effective work relations with colleagues. To talk usefully 
about how we are working together, we must be able to see in 
concrete terms what is going on, describe it in a way that others 
will receive nondefensively, disclose and listen effectively to the 
feelings that people in the work relationship have, test others' 
perceptions about the situation, and negotiate new, more pro- 
ductive work relationships. Each of these factors of team rela- 
tionship building is designed to enhance the ability of teams and 
individuals to work at avoiding negative processes ^hat inhibit 
good teamwork. 

A slightly different methodology for enhancing practical 
group process skills (Harvill, West, Jacobs, and Masson, 1985) 
is aimed specifically at maintainius: productive communication 
between and among group particip^-^ts through the use of the 
following communication tools. 

• Cutting off is used to stop group members who ramble or be- 
come boring and to help members learn to be more concise. 
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• Drawing out is used to encourage reluctant participants to 
be more vocal. 

• Holding the focus is used to maintain attention on a specific 
topic or person. 

• Shifting the focus is applied when group energy is dragging 
or when emotional issues have been discussed and concluded, 
or it is used to bring a rambling conversation to an end and 
to move on to something else. 



Among the important skills that team members need to 
learn is leadership, an essential element of effective group func- 
tioning. According to Case Western Reserve University's David 
Kolb and his colleagues, in this society we often fail to differen- 
tiate between leaders as people and leadership as a function. 
Kolb develops the idea that there is no reason that only one team 
member should be given or take on the responsibility for wor- 
rying about how a group is progressing. Leadership, Kolb be- 
lieves, is best thought of as a group function in which most 
members will contribute to the achievement of goals and to the 
maintenance and growth of the group. From a practical stand- 
point, delegating the role of leader to only one person is a highly 
inefficient use of resources. Team participants can learn to be 
both effective managers and participants. If an issue is raised 
that a team member disagrees with, he or she should take the 
initiative in raising the disagreement for the whole group to ex- 
amine. "In a well-functioning group ... an observer looking 
in from the outside might not be able to pick out the formal 
leadership. The leadership function' could pass around accord- 
ing to the group's need at a particular point" (Kolb, Rubin, and 
Mclntyre, 1984, p. 143). 

Building an effective team requires that individual mem- 
bers identify and work through their differences rather than ig- 
nore and suppress them or allow them to turn into conflict. 
Members must understand and accept the changing nature of 
their roles on the team task functions, group building and main- 
tenance functions, and individual functions (see Exhibit 20 for 
explanatory definitions) and understand how they fit into the 
overall organizational framework. 



ERLC 



33.9 



Teauwork 



321 



Exhibit 20. Definition:^ of Group Member Roles. 



Task Functions 

1. Defines problems— group problem is defined, overall purpose of group is 
outlined. 

2. Seeks information — requests factual information about group problem or 
methods of procedure, or for clarification of suggestions. 

3. Gives information — offers facts or general information about group prob- 
lem, methods to be used, or clarifies a suggestion. 

4. Seeks opinions— asks for the opinions of others relevant to discussion. 

5. Gives opinions — states beliefs or opinions relevant to discussion. 

6. Tests feasibility— questions reality, checks practicality of suggested solutions^ 

Group-Building and Maintenance Functions 

7. Coordinating — a recent statement is clarified and related to another state- 
ment in such a way as to bring them together. Proposed alternatives arc 
reviewed. 

8 Mediating-harmonizing — interceding in disputes or disagreements and at- 
tempting to reconcile them. Highlights similarities in views. 

9 Orienting-facilitating - keeps group on the track, points out deviations from 
agreed-upon procedures or from direction of group discussion. Helping 
group process along, proposing other procedures to make group more 
effective. 

10. Supporting-encouraging- expressing approval of another's suggestion, 
praising others' ideas, being warm and responsive to idcaj of others. 

1 1 . Following— going along with the movement of the group, accepting ideas 
of others, expressing agreement. 

Individual Functions 

12. Blocking- interfering with the progress of the group by arguing, resisting, 
and disagreeing beyond reason. Or, by coming back to same *'dead" issue 
later. 

1 3 Out of field - withdrawing from discussion, daydreaming, doing something 
else, whispering to others, leaving room, etc. 

14 Digressing -getting off .^e subject, leading discussion in some ''personally 
oriented direction," or making a brief statement into a long nebulous speech. 

Source: Dimock, H. G. Groups. Leadership and Group Development, © 1987, 
p 95 University Associates, San Diego, California. Reprinted with permission. 

Conflict resolution strategies fall into three categories (see 
Figure 19): avoidance, in which a person tends to hold feelings 
back or tries to ignore them or to leave the conflict; delay, in 
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which a person waits for the situation to "cool ofT or keeps the 
issues so unclear that attempts at confrontation are not possible; 
or confrontation, in which a person may use power strategies 
(such as physical force, bribery, threats, punishment) or may use 
negotiation that can lead to compromise for a "win-win" solution. 



Source, Texas Instruments, "Team Maintenance," in Team Leader ManuaL 
Effectiveness Teams Programs, © 1984. Reprinted v/ith permission. 

Problem-solving skills are also needed for good teamwork. 
Because information gathering and processing are critical to the 
functioning of a team effort, team members need to recognize 
that each person gathers and processes information differently, 
perceiving situations in a ve*"y personalized way. These indi- 
vidual differences often create barriers to a group's ability to 
solve problems. When left unidentified, the differences can 
become the basis for hostile projections and antagonistic interac- 
tions among group members. Yet these same individual 
differences have potential utility for helping a group develop 
creative solutions to problems. So beyond being able to recognize 
individual differences, each team member must understand that 
each person's approach has inherent strengths and weaknesses. 
This general understanding, together with specific understand- 
ing (gained through the Myers-Briggs Type Indicator) of how 
each team member approaches problem solving, provides each 
member with information and strategies for enhancing personal 
and team performance. 

Looking at the various skills essential to good teamwork 
reveals that they are primarily dependent on each person s abUity 



Figure 19. Conflict Situation Categories. 
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Confrontation Again 
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to observe accurately what is happening on and below the sur- 
face. Work relationships most often go bad when people who 
act together on a job lack perceptual observation skills. For ex- 
ample, a person may see others in terms of evaluative categories 
(authoritarian, lazy, and so on) and then give feedback couched 
in these broad, frequently negative terms. This, in turn, creates 
feelings in the recipient that are difficult to resolve. The result 
is that fhe work relationship worsens and affects the team's ability 
to reach its stated goals. In an attempt to avoid this outcome, 
the unspoken rule guiding some teams is **It is best not to talk 
about these things." The negative undercurrent created by this 
tacit agreement dissipates the positive energy that a team needs 
if it is to engage in productive problem solving. 

In summary, research on how people operate effectively 
in a team environment indicates that individual group members 
need to develop a consciousness about and competency in a set 
of behaviord skills and a set of conceptual skills. 

The behavioral skills include 

process observation, 

active listening, 

giving and receiving feedback, 

negotiating for contact, 

self-assessment, 

ability to intervene in the group process, 
goal setting, 
action planning, 
communicating, and 

modeling (setting or providing an example). 

The conceptual skills include understanding the 

group development process, 
adult development process, 
creative problem-solving process, 
organization's operational culture, 
value of personality differences, and 
constraints of communication patterns. 
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For the most part, translating any one of these skills into 
leamable behaviors and attitudes is difficult. Probably the moot 
highly regarded diagnostic tool trainers use for enhancing peo- 
ple's individual abilities in these skill areas is the Myers-Briggs 
Type Indicator. 

What Constitutes Competency in Teamwork? 
What Constitutes Mastery? 

Effective team members are good problem solvers, nego- 
tiators, planners, communicators, and motivators who are able 
to create and maintain an open, trusting environment while par- 
ticipating in group work. A skilled team player understands the 
principles of group processing and has the ability to intervene 
when group behavior interferes with the achievement of group 
goals. Effective team members can perform well in the position 
of leader since "sharing leadership functions is the typical mode 
of operation in high-performing groups. It encourages much 
greater involvement of the individual team members and is much 
more rewarding for them" (Ends and Page, 1977, p. 66). Those 
who have achieved mastery in teamwork skills are capable of 
performing the following functions in a group setting when the 
need arises or the opportunity is appropriate. 

• Establishing, communicating, and clarifying goals: Goals must 
be clear and precise in each team member's mind. When this 
is not the case, it is extremely difficult to develop plans to ac- 
complish the group task, and commitment among team members 
v»-ill be weak. 

• Securing commitment to goals: Each team member must 
be able to see that the goals are worth the effort; otherwise, the 
best that can be hoped for is uninspired, mediocre team per- 
formance. 

« Defining and negotiating roles: Ea^h team member must 
be able to take on the roles that are required for task accomplish- 
ment, and team members need to identify and agree about the 
relationship mong those roles before tackling group tasks, /-ad- 
vance agreement on ground rules for interaction is needed too. 
Negotiation is often required to obtain the necessary agreements. 
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• Securing commitment to roles assigned: Commitment is 
stronger when each team member has some say in establishing 
roles and some opportunities to negotiate the specifics of his or 
her own roles. 

• Planning activity: Each member must have a clear idea 
of all parts of the action plan, especially of how his or her roles 
and activities fit into the overall plan. 

• Setting performance standards: Each team member must 
be able to communicate performance standards clearly to in- 
crease the probability of positive performance and morale. Who- 
ever takes on a leadership role must communicate to other team 
members how well they are expected to perform as individuals 
and as team members. 

• Providing feedback to individuals and to the group: Each team 
member should be able to provide feedback that is formative 
(promotes needed changes in behavior), summative (assesses 
quality and character of completed task), and appreciative (rec- 
ognizes satisfactory or exemplary work done by individuals). 

• Providing coaching: An efiective team member must be 
able to reinforce the standards that help other team members 
increase and improve their skills. He or she must be able to 
clarify the importance of each team member^s contribution and 
to facilitate colleagues' individual development. 

• Providing motivation: Mastery of teamwork skills involves 
moti\ating others by example, that is, by demonstrations of en- 
thusiasm, initiative, openness, and trust. 

What .Ts an Example of a Successful 
Workplace Training Program in Teamwork? 

Texas Instruments (TI) manufactures semiconductor prod- 
ucts, computers, defense electronics systems, industrial automa- 
tion and control systems, metallurgical materials, and consumer 
electronic products. The company has approximately fifty manu- 
facturing plants in fifteen countries, and had sales of $5.6 billion 
in 1987. TI employs 75,000 people worldwide. 

TFs progressive management has been developing new 
means for employee involvement in production and decision- 
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making processes for nearly forty years. Currendy, it has a cor- 
porate initiative, People and Asset Effectiveness (P&AE), to 
promote employee involvement. P&AE consists of various team 
activities organized into a structure that includes a formal train- 
ing program. 

In the 1960s, the idea_of teamwork v\^as somev^hat for- 
malized at TI when a psychologist in the personnel department 
(there was no training department at ihat time) began experi- 
menting with ways to encourage employees to think beyond their 
own jobs. The goal was to encourage each person to take more 
responsibility for the work he or she was doing and to work 
cooperatively with his or her natural work group to solve prob- 
lems and discuss productivity issues. No formal training was 
done; rather, an iastitutioixji approach was taken, with the con- 
cepts of teamwork and cooperation integrated into the corporate 
culture at all levels. 

In the early 1980s, the corporate manager for education, 
trsuning, and development decided TI should provide formal 
training in teamwork. Based on the P&AE initiative, a formal 
training program, called Effectiveness Teams (ET), was launched. 
The training program's aim is to provide employees with the 
necessary tools and skills for performance as effective team 
members. The program was developed and implemented on an 
experimental basis for a year or two but is now a permanent, 
integral part of TFs institutional structure. The goals of the ET 
program are to improve the quality of TI products, increase 
TFs profits, and make working at TI enjoyab'^. 

Training at TI is completely decentralize . Although the 
central training department developed the ET program and 
makes it available to operating units that warn conduct the 
program and implement the team concept, units are not required 
to implement the program. Funding for the program's initial 
development came from the corporate budget, but today each 
employee's cost center pays for his or her participation in the 
course. Most units have elected to provide this program to their 
employees, although training varies widely by operating unit 
because each has a training department with the autonomy to 
conduct training when and how it wishes. 
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The employees targeted for training also vary by operating 
unit. Units that have been conducting the program for a while 
only need to train new hires. Other units are just starting the 
program and need to train all tl;eir employees. In that case, 
employees may be trained with tb^ir natural work groups (ver- 
tical grouping) or they may be trained with their peers (horizon- 
tal grouping). Usually, managers and supervisors are trained 
together and participate in a train-the-trainer program. The fre- 
quency with which ET training is offered is driven by demand. 

Definite changes in management style have been attrib- 
uted to the teamwork training, but changes in individual per- 
formance have been more difficult to measure, although TI 
believes that significant, positive changes have occurred. 

The Effectiveness Teams' concepts are taught in a func- 
tional context; each work unit customizes the training to ad- 
dress the specific needs of the employees being trained and en- 
sures that the training is relevant to the unites activities. Because 
its training programs are customized and closely tied to the cor- 
porate culture, TI infrequently uses outside trainir.g providers. 

Usually, units begin ET training with a train-the-trainer 
session for team leaders who later conduct ET training for the 
employees in their work groups. Whether for team leaders or 
team members, the ET program is normally a five-day course, 
although a shortened ihree-day format is available. Team leaders 
may participate in their course for five consecutive days, but 
taking an entire work team off the line for five days would be 
very disruptive, so nonsupervisory employees are likely to par- 
ticipate once or twice a week. 

The team leaders' course is more organized and standard- 
ized than the course for nonsupervisory employees. Participants 
in this course receive a notebook containing information on the 
important teamwork skills. One chapter is devoted to detailing 
the skills necessary to be an effective group leader. The logistics 
of ET implementation, such as keeping schedules and main- 
taining records, are also discussed. Another chapter outlines in- 
dividual communication skills that facilitate teamwork. A chapter 
on team building looks at individual team members* necessary 
roles and tasks. Also provided are tools and methods (such as 
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dealing with anger, brainstorming, and avoiding groupthink) 
that are useful to team interaction and functioning. Most of the 
rest of the notebook discusses seven steps to problem solving, 
a process TI deems central to teamv\^ork. 

The corporate training department has developed a course- 
book that team leaders may use v\^hen teaching their employees, 
but fev\^ units use the book its entirety. Most team leaders 
develop their ov\^n courses, using the corporate material as a 
guideline for developing material tailored to their own particular 
functional areas and employees. 

The teamv\^ork course involves little lecture. Instead, 
group interaction through discussions and exercises is used ex- 
tensively. Approximately 60 to 70 percent of ET training is inter- 
active, while only 30 to 40 percent is instructor led. 

Evaluation of the Effectiveness Teams training takes place 
informally. Supervisors advise the training department of what 
is working and what is not, but there is no long-term follow-up 
of the program's effect on employees (Ralph Dosher, telephone 
interview. May 1988). 

What Should Be Included in a 
Generic Workplace Teamwork Curriculum? 

Exhibit 21 provides guidance in developing a teamwork 
curriculum. 

Exhibit 21. Building Team Effectiveness Skills. 



What arc the objectives of this training? 

•To present participants with an overview of the importance of effective 
teamwork 

•To enhance teamwork in order to resolve specific organizational problems 
-To explore the need for improvement in teamwork 

-To explore ways in which participants can strengthen their teamwork skills 

What is teamwork? 

-Explain basic teamwork theory 

-Consider issues of management style, support, trust, cooperation, and 
conflict 

-Assess individual teamwork styles (MBTI) 

-Explore the characteristics of personal effectiveness ("intimacy exercise"— 
openness and confrontation) 
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Exhibit 21, BuUding Team Effectiveness Skills, Cont'd. 



What are the issues around team leadership? 

-Discuss concepts of participative leadership 

-Complete and analyze team leadership style questionnaire 

-Discuss the impact of leader's actions on activity of the team 

How do you prepare an action plan for teamwork improvement? 
•Prepare action plans for individual development and group development 
by splitting participants into small groups 
-Present plans to all participants 
-Comment on plans and review events 

What are the skills particularly relevant to becoming an efTectivc team 
member? 

-Communication skills 

-Oral communication (distribute a self-assessment instrument that 
measures each member's style of communication) 

-Listening: key ideas 

-Active listening techniques 
-Feedback skills 

-Concept of feedback 

-Guidelines for giving feedback 

-Guidelines for receiving feedback 
-Problem-solving skills 

-Defining the critical issues | 
-Selecting the problem for resolution 
-Exploring the causes 
-Analyzing the data 
-Examining the results 
-Selecting the solution 
-Developing an action plan 
-Conflict resolution skills 
-Dealing with feelings 
-Determining the cause of the conflict 

-Choosing . strategy to resolve the conflict (active listening, assertion, 
confrontation, creative problem solving) 
-Team task skills 

-Setting goals and objectives 

-Setting standards 

-Getting and giving information 

-Processin information 

-Planning !or action 
-Team maintenance skiiis 

-Keeping communication lines open 

-Managing conflict 

-Evaluating team process 

-Providing for the team's physical needs 
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Let us never negotiate out of fear, but let us never fear to 
negotiate. 

John F. Kennedy 
Inaueural Address, 1961 



What Is Negotiation? 

Negotiation is one among several possibilities for set- 
tling disagreements. If the conflict management and resolution 
process is viewed as a continuum, one end of the scale is an 
attempt to avoid potential conflict altogether. When the disagree- 
ing parties are not able to eliminate potential conflict, the situa- 
tion usually gains intensity and complexity, leading to the other 
end of the continuum— conflict. 

There are m??ny interim stops along the way between the 
extremes of conflict avoidance and outright conflict (private deci- 
sion making, informal discussions, negotiation, nonviolent medi- 
ation). Failure to resolve a disagreement at any one of these 
points may trigger violence (see Figure 20). As disagreements 
outgrow the reasonable discussion phase and depending on the 
situation, negotiation may prove to be the least intrusive of the 
resolution possibilities. 

One definition cf negotiation useful for this discussion talks 
about it as "a bargaining relationship between parties who have 
a perceived or actual conflict of interest. The participants volun- 
tarily join in a temporary relationship designed to educate 
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Figure 20. Continuum of Conflict M nagement and Resolution Approaches. 



Conflict Informal Negotiation Mediation 
avoidance discussion 
and problem 
solving 


Administrative Arbitration 
decision 
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decision decision 
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decision 
making 

by 
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Private 
third-party 
decision 
making 


Legal (public), 
authoritative 
third-parly 
decision 
making 


Extralegal 
coerced 
decision 
making 



Increased coercion and 

likelihood of win-lose 

outcome 

Source: Moore, 1986, p. 5. 
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each other about their needs and interests, to exchange specific 
resources, or to resolve one or more tangible issues such as the 
form their relationship will take in the future or the procedures 
by which problems are to be solved" (Moore, 1986, p. 6). 

The success of a private decision-making negotiation effort 
will depend on how skilled participants are at using one or more 
of four basic negotiating styles: forcing, compromising, accom- 
modating, and collaborating (see Table 7). Each of these ap- 
proaches has its place and can produce resolution, amicable or 
otherwise, if used appropriately. 



What Theories Support 
Current Training in Negotiation? 

Although much thought has gone into definitions of nego- 
tiation and despite voluminous literature on the negotiation pro- 
cess, theoretical models based on good empirical evidence are 
not plentiful. Nonetheless, several theories of negotiation have 
demonstrated some success in practice. 

Need Theory of Negotiation. A useful and practical theory 
for resolving conflict called the Need Theory of Negotiation was 
developed in 1968 by Gerard I. Nierenberg, author, lawyer, 
and founder of the Negotiation Institute. Nierenberg's theory 
was modeled after humanistic psychologist Abraham Maslow's 
hierarchy of needs (see Chapter Eleven, Figure 9). Nierenberg's 
theory expresses the belief that participants in a negotiation are 
motivated by certain paramount needs and that discovering how 
to satisfy those needs provides the foundation for true resolu- 
tion of conflict. The theory is premised on the idea that if peo- 
ple learn to understand each other's needs, they will understand 
what motivates the opposition in a conflict and what strategies 
to adopt to reach consensus. 

Nierenberg translates his theory into practical applica- 
tion through diagrams and extensive discussion of his three- 
dimensional need theory model (see Figure 21). This model in- 
cludes six varieties of application, seven basic needs, and three 
levels of approach. The result is 126 individual cubes, each of 
which represents a difi^erent negotiating gambit. The strength 
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Table 7. Basic Negotiating iltylcs. 



StyU 



Advantages 



Disadvantages 



Forcing 



Compromising 



Accommodating 



Collaborating 



normally uses less time 

leads to total victory if 
you have more power 
than other side 



natural style for most 
people 

appears to be fair 
because both sides win 
and lose 



when the other side is 
right, you should give 
in 

when the relationship 
with the other side is 
more important than 
negotiating issues 

creates potential lOUs 
for future negotiations 

both sides can "win 
big" 

personal relationships 
can be improved rather 
than harmed 



can lead to stalemate if 
the other side uses the 
same approach 

other side can become 
resentful and vengeful 

can lead to e.areme 
initial positions since 
b^th sides anticipate 
**spiitting the difference** 

may result in 
agreements that truly 
satisfy neither side 

may result in a majo-* 
loss to your side on 
important issues 

can lead to a habit of 
giving in on all issues 
that can result in a 
significant loss of 
power and reputation 



can be extremely time 
consuming 

negotiators with a fore* 
ing style may interpret 
this approach as 
weakness 



Source, Byrnes, Joseph F., Ph.D., "Creative Confrontations: The Art of 
Negotiating,** Trainer's Workshop, New York, American Management Association, 
August 1987. Reprinted by permission. 



and ease of application of each gambit can be determined by 
its relative position within the model; the greater the number 
of alternatives for handling a negotiation, the greater is the 
chance of success. The need theory model establishes a probable 
order of importance in negotiation maneuvers. The more basic 
the need gambit, the more probable is the chance of a successful 
outcome (Nierenberg, 1973). 
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Figure 21. Structure and Order of 
Gambits in the Need Theory of Negotiation. 
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Needs 

Sourer G. I. Nierenberg, The Complete Negotiator, p. 101, © 1986, New 
York: Nierenberg, Zief. Reprinted by permission. 

Each of the theories described below contains elements 
similar to Nierenberg's need theory. 

Contract Versus Contact Theory. As with other group effec- 
tiveness skills, the part of Gestalt theory that deals with con- 
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tact provides a viable alternative to contracting when settling 
disputes or disagreements through a negotiation process. Ameri- 
cans tend to view negotiation as involving a compromise, a trade- 
off, or more commonly, a contract. Our idea of a good com- 
promise is one in which each party believes he or she has won 
because each has received a desired outcome, whether tangible 
or intangible. An example frequently used to illustrate this point 
describes two girls squabbling over leftover pie, each arguing 
that she should have a larger slice. Neither can agree how to 
ensure an sven split. Enter mother, the mediator, who suggests 
that one girl cut the pie any way she likes, and the other girl 
have first choice of the piece she wants. The girls think that this 
appears to be a fair contract, and they accept it, each feeling 
she has gotten an equitable deal. 

Superficially, this example of contracting appears in a 
positive context of toleration and respect, but in actuality, it 
assumes mutual mistrust and conceals implications of separa- 
tion and distance that lead to continuing problems. Analysis 
of this example and other similar negotiations reveals that the 
result focuses on the "thing^ that gets traded rather than on the 
more important relationship that develops between parties dur- 
ing the negotiation process. 

There are several long-term difficulties with this type of 
negotiation. First, it creates a. false sense that everything has 
been settled when, in fact, that is almost never true. Therefore, 
when further disagreements occur, as they undoubtedly will, 
frustration and disappointment are apt to ensue. Second, it 
overstresses reliance on clear meanings of words. Words are not 
very clear conveyors of meaning but inevitably give rise to vary- 
ing definitions and interpretations. Yet words serve as motivators 
for action, so negotiated agreements often give rise to more 
diverse behavior patterns rather than making behavior more 
uniform. Third, this type of negotiation is expensive, and main- 
tenance of the contracts that result from it are costly to service 
over time. 

Although these difficulties place contractual negotiations 
in a poor light, given the present social order, negotiated con- 
tracts are essential to the operation of most formal organiza- 
tions. If, however, we carry this culturally dominant model down 
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to the level of interpersonal relationships in organizations, ex- 
pense and proscription of free activity escalate. Contractual 
negotiations cannot carry the load of collaborative choice mak- 
ing that is characteristic of day-to-day organizational work. 

An alternative to contract negotiation is contact negotia- 
tion. In this context, contact signifies that authentic communica- 
tion about what a person wants has occurred. In contrast with 
contractual negotiations, in contact negotiations each side de- 
scribes what it really wtnts, then works to meet expressed wants 
and needs. Gestalt psychology is a major influence on contact 
negotiations because it help.s uncover the unconscious social, 
cultural, and psychological histories and influences that each 
person — including oneself— brings to the negotiation process. 
This creates a need for training to increase people's physiological 
and psychological self-awareness and understanding of how in-^ 
dividuals operate in groups. 

In contact negotiation, there is often a great deal of move- 
ment in position because each party's initial proposal is subject 
to change as discussion reveals deeper wants and needs. As a 
contact negotiation moves forward and the underlying wants 
of the involved parties are revealed, new possibilities for achiev- 
ing satisfaction arise. When this happens, an agreement founded 
on satisfying real needs (making contact) is negotiated, as op- 
posed to contracting a resolution that is only an agreement of 
words. Thus, although the two kinds of negotiation may have 
resuKs that look the same, the contact process is substantially 
different, and its product is qualitatively better and more sus- 
tainable over time. 

Interest Versus Position Theory. In their book Getting to 
Yes (1987), Fisher and Ury propose a series of negotiating tech- 
niques collectively referred to as principled negotiation. This theory 
provides a framework that allows a problem-solving approach 
to the negotiation process. Fisher and Ury, respectively direc- 
tor and assist;»nt director of the Harvard Negotiation Project, 
believe that "the basic problem in negotiation lies not in con- 
flicting positions, but in the conflict between each side s needs. 
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desires, concerns, and fears" (p. 42). They premise their theory 
on the idea that when negotiation focuses on positions, it fails 
10 meet the basic criteria for producing wise agreements effi- 
ciently and amicably. Moreover, such ncj^v^tiation endangers 
the building of ongoing relationships. 

Further, when the positions rather than the interests of 
negotiating parties are emphasized, people find themselves in 
a dilemma. They perceive only two ways to negotiate, the 
"hard sell" versus the "soft sell." Fisher and Ury (1987, p. 9) 
maintain that hard and soft sell positions produce the following 
results: 

• Participants are considered adversaries rather than friends. 

• Thp only goal is victory rather than agreement. 

• Concessions are demanded as a condition rather than a 
cultivation of the relationship. 

• There is distrust rather than trust of others. 

• The process involves threats rather than offers. 

• There is an insistence on position rather than agreement and 
other like posi Juns. 

The dilemma of these positions creates the need for a trade-off 
between getting something wanted (position) and getting along 
with others (relationships, mutual gain). 

To stress interests and approximate a "soft" approach gets 
to the very heart of negotiation — addressing the vital interests 
and desires of the parties involved. According to Fisher and 
Ury, the satisfaction or achievement of these is the end goal 
of the negotiation process. In other words, interests and de- 
sires make up the "psychological bottom line" of negotiating 
(White, 1985), 

What Are the Essential Elements of Negotiation? 

In their techniques of principled negotiation, Fisher and Ury 
(1987) pinpoint four skill areas that they consider essential for 
successful conflict resolution through negotiation. 
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Separating the People from the Problem. Above ?J1, nego- 
tiators are people. The people in the negotiation process create 
relationships in which there are differences separate and apart 
from the substantive issues being addressed. These human 
differences stem from the interplay of emotions, values, back- 
grounds, and viewpoints of the individuals involved. For negotia- 
tions to be successful, everyone involved must pay constant 
attention to understanding and resolving "people" problems. To 
separate the people from the problem, good negotiators learn 
how to deal v/ith their own perceptions and emotions as well 
as those of others. To do this effectively requires skills in self- 
msight, personal interaction, cross-cultural awareness, com- 
munication, and problem solving. 

To interact effectively with others and with their envi- 
ronment, people must learn how to access their own "internal 
data" and to interpret accurately what is going on around 
them. Despite an abundance of third-party evaluations and 
appraisals, people do not, as a rule, perceive their own be- 
havior accurately; nor are they often aware of the subtext 
of what occurs around them. For the self-insight that enables 
one to reflect on and learn from experience, a person needs skills 
m process observation and active listening. When used together, 
these skills provide information that can tell a negotiator whether 
the direction of negotiation needs to be changed. The informa- 
tion that these skills provide is more important .han messages' 
stated contents because the most important part of what people 
say is conveyed in voice tone, body posture, and other nonver- 
bal communication; words are often the least important carrier 
of meaning. 

Process observation is people's ability to understand and 
describe accurately actions occurring around them so that they 
can respond quickly and precisely to situational needs. For ex- 
ample, in a business meeting, a person skilled in process obser- 
vation will notice and draw information from each participant's 
body posture and use of space, conversational pauses or indica- 
tions of subject closure, who talked to whom and how frequently, 
attitudes of receptivity, and so on. 
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Active listening is a process whereby an empathetic lis- 
tener allows a speaker to talk through a pioblem for himself or 
herself without necessarily establishing a dialogue. In negotia- 
tion, this listening skill helps one party refrain from interven- 
tion while the other is speaking and In the midst of resolving 
what may be a block to agreement. The listener becomes a mir- 
ror for the speaker, reflecting as much as possible of the total 
picture the speaker is communicating. The listener does this 
neutrally, projecting neither a negative nor a positive view. The 
objective is for the listener to understand the situation under 
discussion from the speaker's point of view and to convince the 
speaker that the listener does understand before dealing with 
whether or not the two agree. Examples of active listening tech- 
niques include paraphrasing the speakei . statements to verify 
the listener's accuracy of interpretation; avoiding responses that 
imply evaluation, analysis, or advice; omitting questions that 
show sympathy or caution, and so on. "Active listening skills, 
implemented in a climate of genuine concern and acceptance, 
help both parties in an interpersonal exchange understand, as 
fully as possible, the relevant content — facts and feelings — 
floating around on top and underneath the table" (Kolb, Rubin, 
md Mclntyre, 1984, p. 208). 

A competent negotiator possesses flexibility, creativity, 
and patience. Flexibility allows a person to adjust quickly to 
new developments, to move beyond the boundaries of a stated 
problem to a new formulation that may not have been readily 
apparent, and to adopt different reactions and approaches as 
a situation requires. Flexibility allows negotiators to stop act- 
ing as adversaries and to begin approaching negotiation as a 
process for mutual gain. The notion of mutual gain is easier 
to promote if the interests and goals are similar and if the benefits 
are directly dependent on a degree of interdependence. 

Mastenbroek (1983) developed four scales that represent 
certain negotiating dilemmas that can be dealt with more or less 
creatively. For each dilemma, he describes creative approaches 
for resolution. The approaches run on a sliding scale from co- 
operation to fighting (see Figure 22). 
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Figure 22. Scales of the Four Major Negotiation Dilemmas. 
Jovial Versus HosiiU 
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Figure 22. Scales of the Four Major Negotiation Dilemmas, Cont'd. 
Uncommitted Versus Overcommitted 
1 2 3 4 5 



No commitment to 
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Takes freedom of pction 
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file support 

Independent thinking but 
too detached from constit- 
uents 



Tries to enlarge the 
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ing, is raising expeaations 
of the outcome 



Source: Mastenbroek, 1983. 

Mastenbroek believes t^at each midpoint on the scale represents 
the '"optimal balance between cooperation and fighting— which 
is the approach most likely to lead to successful negotiations'* 
(p. 77). For negotiators to oj. :rate at these midpoints, they must 
have a high degree of creativity - to understand common dilem- 
mas and to have enough insight to read their own reactions as 
well as those of others. 

Learning new ways to perceive the self, others, and the 
environment requires anusual patience. A negotiator should 
have patience and a tolerance for ambiguity that enables him 
or her to withstand the pressures for immediate answers to ques- 
tions or problems (Lipitt, 1983). The skilled negotiator patiently 
attempts to reduce disorder and to find sense and meaning in 
apparent contradictions. 

Cross-cultural issues are not limited to the dramatic 
differences between countries. Many of the worst cases of cultural 
misunderstanding occur closer to home and the workplace. Even 
in outwardly homogeneous small groups, people's norms, values, 
and behavioral codes vary widely. To perform well in the con- 
text of negotiation, a person must be particularly sensitive to 
cultural differences — even among players from the same orga- 
nization. For example, labor and management will have differ- 
ing perspectives on some issues. 

Cultural sensitivity is the ability to detect the ruling values 
that motivate other people's actions and the subtleties of how they 
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perceive situations. Because cultural differences are inherent in 
all negotiations, there needs to be strong emphasis on sensitivity 
to structure (rules) and process. When in place, structure and 
process are the mechanisms for dealing v\^ith whatever differences 
arise over substantive interpretation. If negotiating parties have 
similar cultural points of viev\^, the process level of negotiation 
is decided on almost v\^ithout conscious decision. When parties 
are from markedly different cultural backgrounds, however, 
agreement on a process within which to discuss substantive issues 
becomes crucial to the negotiation's outcome. 

As people become more proficient in dealing with the 
substantive and process levels of negotiation, they also need to 
pay attention to basic communication patterns. They particularly 
need to learn how to use self-disclosure to their advantage and 
to be aware of the importance of interpersonal tact. Schein 
(1981a) refers to these as verbal articulation skills and indicates 
that the ability to use these skills well helps a negotiator establish 
the degree of openness that best serves the negotiation process. 
Schein says that '^one of the ways that relationships become more 
intimate is through successive minimal 5elf-disclosures which 
constitute interpersonal tests of acceptance." 

In terms of self-disclosure. Fisher and Ury (1987) sug- 
gest that one way to deal with Jiffering perceptions during the 
negotiation process is to make them explicit and discuss them. 
Fisher and Ury also believe that communicating loudly and con- 
vincingly things that most people are willing to say (unimpor- 
tant things, if you will) or that others would like to hear sets 
an agreeable tone and can be one of the best investments toward 
securing a mutually agreeable outcome. 

The key to verbal articulation skills is tact. Language 
management dictates that communication in negotiation needs 
to be frank and honest without either side blaming the other 
for the problem. Tact has been described as the behavioral 
manifestation of cultural and moral humility that leads a per- 
son to believe that since "there is genuinely room for different 
values in this world, then we have the basis for showing in our 
speech and behavior an adequate level of respect for others in 
negotiating with them'* (Schein, 1981a, p. 45). 

Another skill set essential to the art of successful negotia- 
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tion relates to problem solving. Problem solving begins before 
actual negotiation starts and is ongoing until agreement is reached 
or the negotiating parties decide to break off the effort. To be 
an effective problem solver, a negotiator will plan carefully, 
beginning by deciding how to handle the opening pleasantries 
because "even the exchange of greetings is a form of negotia- 
tion" (Rand, 1987, p. 94). 

Problem-solving skills related to negotiation fall into two 
categories: proactive and "repair." Proactive problem solving 
involves analysis and planning before negotiation begins— for 
example, researching the opposition, researching the history of 
the conflict, researching its present condition, formulating re- 
quirements, assessing motivations, considering time and timing, 
identifying all the players, identifying the powerful figures on each 
side, determining all the costs of stalemate, and choosing strategy 
or tactics (Shea, 1983). Repair strategies and skills are used 
throughout the negotiation process. They include clarifying the 
problem, proposing and examining possible solutions, resolving 
the problem by a mutually agreeable decision, creating an imple- 
mentation strategy, and evaluatmg the plan after implementation. 

Focusing on Interests, Not Positions^ The next skill area 
addressed in the theory of principled negotiation involves the 
conflict between positions and the goal of agreeing on a posi- 
tion (Fisher and Ury, 1987). Nierenberg(1973) also emphasizes 
that fixating on taking a position rather than focusing on in- 
terests often leads to an impasse. The basic problem is not with 
conflicting positions in and of themselves but in the discrepan- 
cies between people's needs, desires, concerns, and fears. These 
necessitate identification of the interests of the other party in- 
volved in the negotiation. Nierenberg and Fisher and Ury state 
that the most powerful interests are basic human needs and that 
if negotiators can reach consensus on issues of common human 
need, the opposing parties can move on to agreement on other, 
more difficult issues. 

Experience suggests that, depending on requirements of 
the moment, negotiators need to look at a variety of options, 
such as identifying interests, realizing that each side has more 
than one interest, establishing commonality of interest around 
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basic human needs, talking about interests with the other party, 
talking about interests as part of the problem, being concrete 
but flexible, and being firm about the problem but separating 
j the problem from the people. 

5 Inventing Options for Mutual Gain. Fisher and Ury fur- 

ther believe that to be successful at negotiations, people need 
to be able to invent options for mutuaJ gain (see Figure 23). 



Figure 23. Four Basic Steps in 
Inventing Options for Mutual Gain. 



What Is Wrong 




Step 2. Analysis 
Diagnose the problem: 
Sort symptoms into 
categories. 
Suggest causes. 
Observe what is lacking. 
Note barriers to 
resolving the problem- 



Step 1, Problem 
What's wrong? 
What are current 
symptoms? 
What are disliked 
facts contrasted with 
preferred situation? 




What Might Be Done 



Step 3, Approaches^ 

• What are possible 
strategies or 
prescriptions? 

^« What are some 
theoretical cures? 

• Generate broad ideas about 
what might be done. 



Step 4, Action Ideas 

• What might be done? 

• What specific steps 
might be taken to deal 
with the problem? 



Source. From Getting to Yes by Roger Fisher and William Ury. Copyright 
© 1987 by Roger Fisher and William Ury. Reprinted b> permission of Houghton 
Mifflin Company. 
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As people begin to invent options for mutual gain, it is sug- 
gested that negotiators should protect against making an agree- 
ment that ought to be rejected and to help make the most of 
assets so that any agreement reached will satisfy the interests 
involved. 

The best protection against accepting an agreement ^hat 
should be rejected or rejecting an agreement that should be ac- 
cepted is referred to as a BATNA (^est alternative to a negotiated 
agreement). By developing BATNAs, effective negotiator:: m- 
crease their bargaining power -because pov/er directly relates 
to willingness to tolerate no agreement and ensure themselves 
against agreeing to an inferior settlement just to end negotia- 
tions. It is true that "if you can walk away from a bad deal, 
you are in a strong, intelligent position during the negotiations" 
(Byrnes, 1987b, p. 23). 

Using Objective Criteria, Using objective criteria (such as 
standard specificanons, market values, replacement costs, and 
so forth) produces wiser agreements, more amicably and 
efficiently. To develop such criteria, negotiators need to use fair 
standards and procedures based on the following: 

• Framing each issue as a joint search 

• Being open to reason about which standards are most ap- 
propriate and about the manner in which they will be applied 

• Yielding only to principle and never to pressure 

What Constitutes Competency in 
Negotiation? What Constitutes Mastery? 

Competency and mastery in the art of negotiation come 
from understanding and gaining proficiency in eliminating ob- 
stacles that block movement toward successful conflict resolu- 
tion. A skilled negotiator avoids judging prematurely, searching 
for a single answer, resorting to an "either/or" mentality, or ex- 
pecting the other party to solve "yo^r^' problems. A negotiator 
who is able to recognize and work through obstacles has achieved 
mastery. As with any skill, however, the learning and fine-tuning 
of negotiation skills never stop. According to Chester Karrass 
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in The Negotiating Game (1970), certain "traits" characterize a suc- 
cessful negotiator. These include planning skills, ability to think 
clearly under stress, verbal ability, practical intelligence (street 
or world wise), personal integrity, knowledge of yourself, and 
ability to perceive and exploit power. 

Knowing in theory what makes a good negotiator is 
different from actually dealing with other human beings in an 
adversarial relationship. Mastery of the skilled art of negotia- 
tion comes from practicing skills over and over again and learn- 
ing from each success and mistake or missed opportunity. 

What Is an Example of a Successful 
Workplace Training Program in Negotiation? 

Michigan Consolidated Gas Company (MichCon) is a 
utility company that transmits, stores, and distributes natural 
gas to over a million customers in Michigan. MichCon is a 
wholly owned subsidiary of MCN Corporation. At the end of 
1987, MichCon had assets of $1.2 billion and employed 3,478 
people. Approximately half of these employees are professionals 
(overtime exempt and nonexempt), while the other half are 
unionized workers (hourly wage). 

MichCon has several plant locations; training takes place 
in its three major installations. In the past, MichCon did not 
put much emphasis on nonsupervisory training; it was an ex- 
ception, not the rule. Now the company is committed to all 
employees' development and, consequently, is paying more at- 
tention to the training of nonsupervisory employees. 

In 1987, MichCon began to require negotiation skills 
training for collectors in the account services department and 
for buyers and supervisors in the purchasing department. Col- 
lectors need these skills to negotiate larger payments from cus- 
tomers who are delinquent In paying their bills. Purchasing 
buyers and supervisors need the skills to negotiate the best prices 
for goods and services purchased for the company. Courses for 
the two groups cover similar negotiation skills but use job-specific 
case studies to illustrate problems that collectors and purchas- 
ing personnel may encounter. 
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MichCon is still in the process of putting all of its collec- 
tors through the prorram. Eventually, the program will only 
be offered to new hires, although a refresher course may be 
offered every chree years or so. The program is now offered ap- 
proximately every six months, and so far ninety employees have 
completed it; another fifty to sixty employees are expected to 
complete it in the next one to three years. 

The need for negotiation skills training was identified by 
both the purchasing management and the operating depart- 
ments. In the course of discussions with training department 
staff members (who act as internal consultants), the decision was 
made to develop the program. The employee development 
department's budget pays for the program, which is conducted 
on company time at no cost to employees. 

The two-day course is purchased from an outside con- 
sultant, who tailors it to the context of jobs in individual depart- 
ments and also performs course delivery. In many cases, 
participants' education levels are an issue that must be addressed 
because many collectors are high school graduates whereas 
purchasing personnel, who are learning similar negotiating skills, 
often have undergraduate degrees oi other formal education. 

Several practical techniques important to negotiation skills 
are presented at the beginning of the course: setting the stage 
physically (Where will the meeting be?), analyzing the authority 
of the person with whom negotiation is taking place (Docs this 
person have the authority to make a decision on the case?), iden- 
tifying/creating deadlines, and so on. Participants also L^rn v/hich 
situations require the application of negotiation skills and which 
do not and the desired outcomes of negotiation. In addition, par- 
ticipants learn skills needed to negotiate well, such as oral com- 
munication and listening skills and problem-solving skills. 
Participants learn to analyze the interests and needs of a client 
or the opposition and how to devise a negotiation strategy. Future 
negotiators also learn that they need to be able to identify the 
other party's problem and work to solve it — because for negotia- 
tion to remain productive, a tug-of-war must be avoided. 

Role play is used extensively in the course. The scenarios 
are situations that participants will actually encounter on the 
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job. After techniques have been presented, participants are given 
issues to negotiate. The participants usually pair up or form 
groups to role play, although they sometimes practice individ 
ually. By facing diffei'ent numbers of negotiators, participants 
learn the advantages and disadvantages of working with and 
opposite more or fewer negotiators. Participants are videotaped 
as they act out negotiations, and later the participants and in- 
structor review and constructively criticize the tape. 

MichCon conducts both short- and long-term evaluations 
of its negotiation skills program. Short-term evaluation takes 
the form of a test given at the course's conclusion to measure 
how much employees learned. The National Association of Per- 
sonnel Managers offers purchasing personnel the Certified Pur- 
chasing Managers exam to measure the continuing effects of 
negotiation skills training. For account collectors, looking at 
whethwi or not delinquent customers have made larger initial 
payments gives an indication of the training's effects on actual 
job performance. Recent evaluations show that larger payments 
have resulted, indicating that the training was effective (Roberta 
Henrichs, Kelley Dillon, and Ken Huskey telephone interviews, 
May and July 1988). 

What Should Be Included in a Generic 
Workplace Negotiation Curriculum? 

Exhibit 22 lists items to consider in designing a workplace 
negotiation curriculum. 

Exhibit 22. Managing Conflict: The Negotiation Process. 



What are the objectives of this training? 
-To cover the basics of negotiation 

-To better understand how a negotiating session works and what its key 
elements are 

-To help participants understand their ^wn strengths and wcakneF cs in a 

negotiating posture 
-To help participants strengthen their own negotiating skills 
-To explore how a positive negotiating position will sustain a positive 

collaborative atmosphere after negotiations have concluded 
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Exhibit 22. Managing Conflict: The Negotiation Process, Cont'd. 



What is conflict? 

-Two opposed parties actively seeking their own end goal 
-Positive and negative uses of conflict in an organization 
-Principal causes of conflict 

How do you manage conflict? 
-By identifying the problem(s) 

-By selecting a strategy for resolution (avoidance, delay, confrontation, 
negotiation, collaboration) 

When is negotiation appropriate? 
-When there is leeway to give 
-When resources are limited 
-When a win/lose stance is undesirable 

What are the benefits of eflcctive negotiation? 
-Improved working relationships 
-Enhanced organization cd eflectiveness 
-Enhanced personal effectiveness 
-Ability to make better deals 

-Techniques for breaking through standoff's and stalemates 

How do you prepare for the negotiation process? 
-By determining the degree of seriousness of the conflict 
-By identifying organizational and individual self-interest in resolving the 
conflict 

-By establishing mutually acceptable negotiating guidelines 
-By establishing ground rules (tiitie, commitment, mediator, place, food and 
drink, recording, confidentiality) 

How do you analyze an opponent? 

-By determining the BATNA (iest alternai've to a negotiated agreement) 

-Your own and your opponent's mini-max position 

-What each side is willing and able to walk away with 
-By choosing an appropriate strategy and tactics and negotiating a wm/wm 
resolution based on this information 

What are the traits of a successful negotiator? 
-Evaluating yourself as a negotiator 
-Planning skills 

-Ability to think clearly under stress 
-Verbal ability 

-Practical intelligence (street or world wise) 

-Personal integrity 

-Knowledge of yourself 

-Ability to perceive and exploit power 
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Exhibit 22. Managing Conflict: The Negotiation Process, Cont'd. 



What are some eficciivc negotiating approaches for resolving conflict? 
-Needs theory of negotiation (Niercnberg) 
-Contract versus contact (Gestak theory) 
-Interest versus position (Fisher and Ury) 

What are some negotiation skills exercises? 

•One-on-one activity (aolo approach) with feedback from an observer 
-Team negotiation with evaluation and debriefing from each team observer 

-Enumeration of learning points 

-Dibjussion of elements of activity 




PART 




Influencing Skills: 
Making a Difference 



Organizations are a maze of explicit and implicit structures that 
make up their "culture." Understanding how to operate within 
this maze can spell the difference between career growth and 
failure in the workplace. 

An organization's culture consists of shared beliefs and 
values, common symbols and rituals, and even the use of special- 
ized jargon. Its rules for ?;uccess are often formal, but infor- 
mal influences run like an undercurrent throughout. Similarly, 
its behavioral and attitudinal taboos are both obvious and subtle. 
Further complicating the picture are subcultures that spring up 
at various organizational and departmental levels, each of which 
has its own set of expectations and taboos. 

Employees need to have a sense of how to maneuver effec- 
tively 'vithin an organization's cultuie and subcultures. Increas- 
ingly, a major part of that maneuvering includes having a sense 
of when it is appropriate to assume a leadership role, as well 
as how to mobilize the group for better team performance when 
taking on that role. 

Peak performance can only occur when employees are well 
equipped to navigate the organizational waters. However, many 
of today's workers do not have the tools necessary to meet this 
challenge. They need training in the skills necessary to influence 
successfully the inner workii.^s of their organization. o*^ganiza- 
tional effectiveness and leadership. 
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The company management never told me about the corporate 
culture or the unspoken rules. The old-timers let me know 
where to sleep on what shifts and which foreman to avoid. 
They told me how much work I was supposed to do and 
which shop steward I was to speak with if I had a problem. 

Gene Geromel 

Nation's Business, January 1989 

What Is Organizational Effectiveness? 

Embedded in ever\' organizational structure are compet- 
ing and complex social oi<.ers, each with its own values and rules 
of conduct. Consequently, effective participation in organiza- 
tional life require^ all involved to acquire certain specialized 
skills. According to Edgar H. Schei;i (1981b, p. 266), professor 
of management at the Sloan School of Management, Massachu- 
setts Institute of Technology, "Each of us learns to construct 
somewhat different selves for the different kinds of situations 
in which we are called on to perform and for the different kinds 
of roles we are expected to take." 

These skills include the behaviors, attitudes, and knowl- 
edge an employee needs to achieve success on the job both as 
an individual and ^5 a member of an organization. Each worker 
uses these skills to adapt to organizational expectations, including 
expected job performance levels. Therefore, the skills are viewed 
as necessary to help people align themselves with an organiza- 
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tion's culture, that is, with "the philosophy or style of a com- 
pany; its technological origins, which might provide clues as 
to its basic assumptions, and its beliefs about its mission and 
its future" (Schein, 1985, p. 34). 

Organizational effectiveness skills help employees learn 
how to behave moment by moment, day by day to measure up 
to an organization's internal rules and regulations. These skills 
provide the guidelines for establishing appropriate and effec- 
tive interrelationships. Specifically, the) enable a person to do 
the following: 

• Empower self and others to achieve individual and organiza- 
tional effectiveness 

• Use power and influence to meet job requirements and to 
align personal and professional vision with the organizational 
mission 

• Use personal resources to manage diversity — of culture, age, 
gender, and so on — among co-workers 

• Use transformational skills (personal and interpersonal be- 
haviors) to interpret information data bases and politicrl 
substructures and o influence and adapt to changes in the 
organization's basic business 

• Facilitate self and others to achieve credibility and effec- 
tiveness 

« Behave appropriately in relating to othei^ at all levels (subor- 
dinates, peers, and superiors) 

Employees who succeed in using organizational effective- 
ness skills are perceived as competent and satisfied with their 
careers and in control of their professional development. 

What Theories Suppoit Current 
Training in Organizational EfTectiveness? 

In every workplace, there is both an explicit or formal 
structure and an implicit or informal structure. The formal struc- 
ture is represented by organization charts with clearly defined 
chains of command and delegation of duties. Research shows, 
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however, that groups within an organization depart from for- 
mal structure to create their own channels of communication 
and dependence on the basis of people's prox'.nity, tasks, com- 
mon interests, personalities, or social classes (Lewis, 1983). In 
an informal organizational structure, there may be no clear lines 
of authority, delegation, or responsibility. Strongly implied in 
the epigraph at the beginning of this chapter is the idea that 
employees will create informal structures to satisfy unmet needs. 
Employers must therefore come to terms with the ler'timacy 
of informal as well as formal structures in order to help employees 
achieve success on the job, which in turn leads to a more pro- 
ductive work force. 

Organizational structure theories are useful for helping 
employees understand how different kinds of organizations func- 
tion and what is acceptable employee behavior in these different 
environments. Various theories have concluded that organiza- 
tions can be viewed in different ways; they can be mechanistic 
or organic, or they can be markets, bureaucracies, or clans, 

A typical mechanistic-t>pe organization has many pre- 
cisely designed tasks, well-defined rules and procedures, tight 
control from top management, and emphasis on communicating 
only through a formr^ chain of command. On the other hand, 
an organic organization is typically more flexible, allowing a 
higher degree of adaptability to change. Its characteristics in- 
clude loosely defined task activities, few rules and pro»^edures, 
more emphasis on self-control through the problem-solving pro- 
cess, and emphasis on horizontal communication. 

A different perspective views organizational structures in 
terms of the interdependence of relationships (Ouchi, 1980). For 
example, in a market relationship (s>ach as in Mary Kay Prod- 
ucts), an employer and workers negotiate a mutually determined 
equitable compensation based on an external competitive market 
pricing mechanism. In a bureaucratic relationship (^uch as in 
government agencies), each worker contributes labor to a cor- 
porate body that places an independent value on each position's 
contribution and then compensates on tiiC basis these value 
guidelines. In a clan relationship (such as in the U.S. Marine 
Corps, Japanese automobile industries, and Hewlett-Packard), 
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workers are socialized to accept the company goals as their own, 
and they are rewarded for this acceptance on the basis of nonper- 
formance criteria such as length of service or number of de- 
pendents. 

An individual's ability to adapt to an organization's par- 
ticular operating culture is perhaps the single most helpful skill 
in the search to achieve workplace success. Organizational effec- 
tiveness skills are different from job skills. They relate to how 
an employee chooses to respond to the pressures of organiza- 
tional life. From studies conducted in Cx^ganizational culture, 
Schein (1981b) has provided some useful insights into specific 
skills that can help employees integrate into a group or organiza- 
tion. These include skills related to understanding an organiza- 
tion such as the following: 

• Common language and conceptual categories. If members cannot 
communicate with and understand each other, a group is 
impossible by definition. 

• Group boundaries and criteria for inclusion and exclusion. One of 
the most important areas of culture is the shared consensus 
of who is in and who is out and by what criteria one deter- 
mines membership. 

• Power and status. Every organization must work out its peck- 
ing order, its criteria and rules for how one gets, maintains, 
and loses power; consensus in this area is crucial to help 
members manage feelings of aggression. 

• Intimacy, friendship, and love. Every organization must work 
out its rules of the game for peer relationships, for relation- 
ships between the sexes, and for the manner in which open- 
ness and intimacy are to be handled in the context of 
managing the organization's tasks. 

• Rewards and punishments. Every group must know what its 
heroic and sinful behaviors are; what gets rewarded with 
property, status and power; and wliat gets punished in the 
form of withdrawal of the rewards and, ultimately, excom- 
munication. 

• Ideology and ^religion. *'E\' ly organization, like every society, 
faces unexplainable events, which must be given meaning 
so that members can respond to them and avoid the anx- 
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iety of dealing with the unexplainable and uncontrollable 
(Schein, 1985, p. 66). 

Part of the work environment, which is created by the 
culture, is the overall "feeling^ or impression that people have 
about an organization. Views vary as to exactly what compo- 
nents go into the composition of organizational climates. Mal- 
colm Knowles, one of the nation's le-'ding authorities on adult 
education and training, has identified what he believes are some 
major faaors: personnel development philosophy; management 
philosophy and style; organizational structure, whether func 
tionalor hierarchical; financial policies; and reward systems. 

From a slightly different perspective, W. Charles Red- 
Jinfj, in the book People at Work (Timm, 1982), identifies five 
elements that, taken together, he believes determine organiza- 
tional climate: 

1 . Degree to which management is supportive of its employees' 
efforts 

2. Extent of participative decision making 

3. Degree of trust employees have in management 

4. Freedom to communicate openly 

5. Emphasis on high performance goals 

Fanuliarizing workers with concepts such as those noted 
above, which go into the makeup of the "ideal" organizational 
climate, can help determine whether or net a specific organiza- 
tion is one in which an employee will be able to function eF - 
tively. Research has borne out the idea that many of the factors 
Redding lists do play a major role in determining hov, positive 
an organization's climate will be. 

Employees also need to develop an easily accessed refer- 
ence system for looking at and analyzing an organization's cli- 
mate. One an^ytical approach for doing this is called frames. 

The structural frame describes an organization that stresses 
formal roles ana relationships, such as McDonald's or Digital 
Equipment Corpor^^tion (DEC). McDonald's is a classic struc- 
turalist organization because it manages through the following 
means: 
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• A variety of structural mechanisms created to protect cen- 
tral activities from fluctuation and uncertainty (such as 
coding, stockpiling, leveling, foreccisdng, growth) 

• A high degree of role differentiation 

• Standard rules and policies, along with operating procedures 
that limit discretion and ensure predict . bility and uniformity 

DEC adopted a more structuralist approach as it matured 
and began to slow in growth. DEC had thrived with a very in- 
formal and flexible structure during the company's early years, 
but the same structure produced major problems when DEC 
5rew into a multibillion-dollar c :)rporation. These problems were 
interpreted as structural, and DEC adopted more formal pro- 
cedures and relationships. 

For 2Ln employee to be successful in this kind of organiza- 
tion, he or she must be able to adapt to certain realities: 

• The organization primarily exists to accomplish established 
goals. 

• There is a structure that is formally designed and imple- 
mented for establishing the goals, environment, technol- 
ogy, and ppjTtici pants; and that structure will be rigidly 
adhered to. 

• The organization will avoid environmental turbulence and 
disruptive personalities by constraining workers through 
norms and rationality. 

• Because specialization improves organizational performance, 
v/crkcrs are more likely to hold onto their jobs. 

^ Control will be exercised through authority and rules. 

The political frame characterizes an organization that is 
basically a place where divergent views are the norm, such as 
in universities and labor unions. Universities operate through 
the classical political approach to management because they are 
organizational coalitions of interest groups at different hierar- 
chical levels, and their goals and decisions emerge from ongo- 
ing processes of bargaining, negotiation, and jockeying for posi- 
tion. Labor unions, likewise, epitomize the political frame tenet 
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that the pursuit of self-interest and power is the basic process 
in organizations. Change occurb ouly when an interest group 
can impose its agenda on the organization, creating a significant 
shift in the balance of pov/er. 

To be comfortable in such an atmosphere, an employee 
must assume the following: 

« Most important decisions will involve the allocation of scarce 
resources. 

• Within the organization there will be many opposing coali- 
tions composed of a number of individuals and interest 
groups. 

• Individuals and interest groups will differ in their values, 
preferences, beliefs, information, and perceptions. Such 
differences will change slowly, if at all. 

« Organizational goals and decisions arise from constant pro- 
cesses of bargaining and jockeying for position. 

The hurian resource frame starts from the premise that peo- 
ple are an organization's most critical resource, such as in the 
United States Postal Service and Texas Instruments. These two 
organizations subscribe to the human resource approach to man- 
agement because of their significant investments in organiza- 
tional development that seeks to find the most mutually beneficial 
fit betweei; the organization ai*d its most critical resource — 
people. 

To be at ease in this frame, a worker must fit into a pat- 
tern that assumes the following: 

• The organization exists to serve human needs. 

« The organization and its people need each other. 

• If there is a poor fit between an individu;»J and the organiza- 
tion, one or both will suffer. 

• \Vhen the fit between an individual and the organization 
is a good one, both benefit. 

The symbolic frame is closely related to the human resource 
frame and centers on the concept of meaning, belief, and faith 



o 377 
ERIC 



360 Workplace Basics 

in an organization, such as in the U.S. military and Procter 
& Gamble. The United States military relies on the symbolic 
approach to management because of the presence of strong 
organizational myths and sagas that hold its institutions together 
and infuse activities with passion and meaning. 

Procter & Gamble's use of the Ivory soap **99 and 44/1 00s 
percent pur^" story illustrates the purpose that such myths are 
supposed to serve in symbolic organizations, that is, to com- 
municate and perpetuate organizational tradition and mean- 
ing to both insiders and outsiders. 

The symbolic frame assumes that organizations are full 
of questions that cannot be answered and problems that cannot 
be managed or understood. To help alleviate this uncertainty 
an«J. mysiery, symbols are created. Among the most common 
symbols are myths, rituals, ceremonies, fairy tales, stories, 
humor, and play. Fc individual success in this type of organiza- 
tion, an employee must adopt these attitudes: 

• What is most important about any event is not what hap- 
pened but the meaning of what happened. 

• The meaning of an event depends heavily on human inter- 
pretation of it. 

• Many of the most significant organizational e /tnt^ and pro- 
cesses are ambiguous and uncertain; that is, what happened 
and why are both unclear. 

» Ambiguity and uncertainty tend to undennine rational ap- 
proaches to analysis, problem solving, and decision making. 

Table 8 illustrates how different organizational concerns, 
activities, and processes are interpieted according to the four 
different frames or approaches described above. 

What Are the Essentfal Elements of 
Traii^ing in Organizational Effectiveness? 

Th^ need for the individual worker to realign personal 
behaviors and preferences to meet the requirements of a par- 
ticular employer has existed for as long as there have been peo- 
ple working for other people. The exact relationship between 
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the individual and the organization is difficult to pinpoint be- 
cause it is continually changing. In fact, during the twentieth 
century the relationship has undergone a rather dramatic trans- 
formation that raises a crucial question: How do two very 
different entities — the individual and the organization— which 
have dissimilar needs that frequently work at cro^s-purposes, 
work out their differences and learn to realize their needs to 
achieve mutually rewarding results? This question has become 
particularly pertinent as rapid changes in the global marketplace 
have forced organizations to restructure and redefine the nature 
and intent of their businesses in a way that has completely 
changed the historical pattern that led employees to believe that 
"the organization will take care of me." Direcdy or indirectly, 
restructuring has affected all industries and continues to influence 
individuals and organizations as v'orld economic conditions 
change and become less predictable. 

Since 1925 (during the life spans of many people currently 
in the work force), fo'" distinct historical stages have affected 
the individual-organizational relationship: 

The Depression-World War II era, 1925 to 1945 
Postwar industrial period, 1945 to 1960 
Governmental-industrial influence, 1960 to 1975 
Evolution to a service economy, 1975 to present 

Although the exact dates and descriptions of these stages 
vary, depending on the authority providing an opinion, there 
is general agreement that they represent general trends in our 
economy since the mid- 1920s. During the entire period from 
1925 to 1975, the concept of training in skills thai would help 
to m Jce employees more effective in their organizational interac- 
tions was not very much in evidence. Not until around 1975 
did the business world begin to recognize organizational effec- 
tiveness as a skill that might contribute to improving produc- 
tivity and competitiveness. 

Most economists agree that this change coincided with 
America's continuing evolution from an industiy-based to a 
service-based economy. The result of this evolution led to a 
restructuring of organizations to more competiti\e — that is, 
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Table 8. Four Interpretations of Organizational Processes. 



Frame 



Process 



Structural 



Human Resource 



Political 



Symbolic 



Planning 

Decision making 
Reorganizing 

Evaluating 
Approaching Cwrifllci 



Strategies to set 
objectives and 
coordinate resources 

Rational sequence to 
produce right decision 

Realign roles and re- 
sponsibilities to fit 
tasks and environment 



Basis for distributing 
rewards or penalties 
to control 
performance 

Maintain organizational 
goals by having 
authorities resolve 
conflict 



Gatherings lo promote 
participation 



Arenas to air conflicts 
and realign power 



Open process to produce Opportunity to gain or 
commitment exercise power 



Maintain a balance be- 
tween human needs 
and formal roles 



Basis for helping 
individuals grow and 
improve 

Develop relationships by 
having individuals 
confront conflict 



Redistribute power and 
form new coalitions 



Opportunity to exercise 
power 



Develop power b> bar- 
gaining, forcing, or 
manipulating to win 



Ritual to signal respon- 
sibility, produce a 
symbol, and negotiate 
meaning 

Ritual to provide 
comfort and support 
until decision happens 

Maintain an image of 
accouniability and 
responsiveness; 
negotiate new social 
order 

Occasion to play roles in 
a shared ritual 



Develop shared values 
and use conflict to - 
negotiate meaning 
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Goal setting 

Communication 

Meeting 

Motivating 



Keep organization 
headed in a direction 



Transmit facts and 
information 

Formalized place to 
make decisions 



Monetary rewards 



K^ep people involved 
and communication 
open 

Exchange information, 
needs, feelings 

Informal place to be 
involved, share 
feelings 

Growth, scif- 
actualization 



Source: Bolman and Deal, 1984, p. 247. 
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Provide opportunity for 
individuals or groups 
to make interests 
known 

Vehicle for influencing 
or manipulating 
others 

Competitive place to 
win p mts 



Develop symbols and 
shared v.Uues 



Telling stories 



Sacred place to celebrate 
and transform the 
culture 



Coercion, manipulation, 
seduction 



Symbols — plaques 
perks — T-shirts 
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lower— staffing levels. In this context, tying organizational effec- 
tiveness training to the human resource development system was 
an idea whose time had come. Organizations were and are be- 
ing encouraged to change existing systems and to add new struc- 
tures that equip employees to take personal responsibility for 
developing their skills in understanding and adapting to 
organizational norms. 

Most programs that provide formal training in organiza- 
tional effectiveness seek to help people discover and utilize in- 
formation that will help ease the relationship between the 
individual worker and his or her organization. Frequently train- 
ing in the skill of organizational effectiveness is presented as a 
Part of a larger training effort in the area of career development. 
A person's ability to use organizational skills effectively depends 
on establishing a presence in the workplace and maintaining 
consistency in the following areas; 

• Volition, the willingness to conduct professional activities with 
interest, awareness, and enthusiasm 

• Value, the appraisal of self-worth in terms of profession, 
career, current position, and current organization, including 
the planned or future contributions a person can make 

• Versaiiliiy, the ability to adapt to a variety of organizational 
frames 

• Visibility, the skills and behavior that allow a person to at- 
tain and maintain position in a chosen organization and/or 
profession 

• Vision, the ability to create desirable outcomes and results for 
both self and organization by choosing to align personal vision 
with orgc.nizational vision rather than seek other employment 

One career development study of what constitutes effec- 
tive on-the-job behavior (Merman and Clark, 1985) uncovered 
sixteen behavioral outputs that help employees adapt effectively 
to organizational demands. These behavioral outputs relate to 
the development of organizational adaptability, professional 
effectiveness, and job performance (see Table 9). 
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Table 9. Behavioral Outcomes of 
Organizational Adaptability. 



Developmental Aspect Behavioral Outcomees 



Career Assessment 



Self- Assessment 



Professional Growth 



Past forces and 
influences understood 



Identified and 
appreciated one's own 
career values 

Identified desired 
organizational values 
met 

Adapted to changes 
and took 
responsibility for 
personal choices 

Understood and 
appreciated personal 
strengths and abilities 

Understood how one is 
perceived by others 

Identified and created 
a personally satisfying 
and productive work 
environment 

Realistically compared 
career appropriateness 
to performance 
feedback 

Took an enabling 
approach to self and 
others 

Updated professional 
behavior within a 
career field 



Organizational Skill 

Understanding of 
needs, values, and 
beliefs that form 
behavior in 
organizations. 

Knowing what's 
important in work life. 

Selecting the right 
organization to 
individual needs, 
values, and talents. 

Being flexible, fitting 
in, and aligning self to 
organizational cultures. 

Knowing and using 
strengths. 

Asking for and 
receiving feedback. 

Creating and 
maintaining a 
productive work 
environment for self. 

Understands reality of 
performance in relation 
to goals. 

Influences growth of 
self and others. 

Knows what is 
expected professionally. 
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Table 9. Behavioral Outcomes of 
Organizational Adaptability, Cont'd. 



Developmental Aspect 



Behavioral Outcomees 



Organiz^tivnal Skill 



Organizational 
EfTcctlvcness 



Gathered and applied 
information related to 
careers 



Created interdependent 
win-win relationships 



Understood industry 
changes and their 
impact on career 
effectiveness 

Understood future 
options and 
opportunities 

Took advantage of 
support systems 

Balanced the personal, 
professioncd, and social 
aspects of one's life 



Resourceful in getting 
and using information. 
Using political 

* nictures to gain 
information. 

Uses others to achieve 
mutual goals. 
Achieving common 
vision with others to 
transform the 
organization. 

Knows what's 
happening in the 
industry. 

Understands that 
organizational life will 
be different in the 
future. 

Uses others to suppo;*t 
attainment of the 
vision. 

Knows priorities in life 
and integrates them 
with organizational 
needs. 



Source: Merman and Clark, 1985. 



What Constitutes Competency in Organizational 
Effectiveness? What Constitutes Mastery? 

How does an employee demonstrate competency in orga- 
nizational effectiveness? The skills involved in organizational 
effectiveness are not taught In school, but they are critical to an 
individual's successful perlbrmance on the job. Competency 
covers p v^ariety of personal and professional capabilities that 
havp been tested by observing employees who show positive rc- 
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stilts by understanding and taking charge of their v/ork lives re- 
gardless of the conditions under which they are asked to perform. 

A further review of the behavioral outcomes uncovered 
by Merman and Clsirk (1985) revealed that employees usually 
operated along a competency connnuum that ranged from usu- 
ally considered not as effective to usually considered somewhat 
effective to usually considered most effective. 

From a counseling or training standpoint, classification 
of each desirable outcome makes it easier to identify the areas 
in which a person needs development to use organizational effec- 
tiveness skills. Very few people perform at the level "usually con- 
sidered most effective" from the time they begin a job; fewer 
ever achieve mastery of all sixteen behavioral outcomes. Com- 
petency, however, represents knowledge of essential concepts 
plus forward movement in the organizational socialization pro- 
cess and a growth and improvement curve that eventually leads 
to mastery. 

A sample description of a continuum related to the be- 
havioral outcome "Taking an Enabling Approach to Self and 
Others" and a corresponding behavioral descriptor, impact state- 
ment, and short case study are presented in Table 10. 

The relationship between career mastery and behavioral 
outcomes is important for determining what additional train- 
ing in organisational effectiveness skills will be helpful to an 
employee at different career stages. 

Several instruments for measuring career development 
are useful for determining progress in mcistering organizational 
effectiveness. One instrument developed by career development 
specialist John O. C rites (1988) has been particularly good. This 
is his updated 197fl career assessment instrument, the Career 
Mastery Inventory. This instrument is based on the premise 
that a worker needs to master six career development tasks to 
msiximize career potential during the period that begins with 
job entry and ends at midcareer. The six tasks are as follows: 

1. Organizational adaptability ^getting into an organic ':on, 
"learning the ropes," becoming socialized to expectations 
and norms 
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Table 10. Example of a Behavioral Outcome: 
"Taking an Enabling Approach to Self and Others." 



Usually Considered 
Not as Effective 

Descriptive behavior: Individuals influence 
others in a way that meets their needs rather 
than the needs ofothers or the organization. 
They want their lives to run ^mootiily so 
they will be efRcient and have a hik;h need to 
look, and be thought of as, productive. 

Impact statements: If the organization 
allows this behavior to continue, it may 
become lax in its standards. Norms that 
discourage effective team building, risk tak 
ing, and innovation may develop. 

Case example: No matter what happens. 
Donna, an inventory data entry clerk, will 
find fault with it Her behavior demonstrates 



Usually Considered 
Somewhat Effective 

Descriptive behavior: Individuals try to be 
"right^ above all else. They believe that, by 
doing so, they will slay safe and secure. They 
often seek approval fn ji others. They are 
often confused about how to h;indic their feel- 
ings and attitudes. 

Impact statements: Individuals may in- 
fluence their productivity because of a high 
need for approval. Organization risks effec- 
tive and timely completion of Its mission and 
purpose. 

Case example: George, a middle manager 
for a major public utility, fears any type of 
change. His attitude Is to protect himself by 



Usually Considered 
Most Effective 

Descriptive behavior: Individuals are 
known as effective problem solvere. Tliey arc 
open and honest in their communication, and 
always seek clanty and agreement from 
others. They realize when their cnticism is 
not productive, and they turn negatives into 
positives. 

Impact statements: Openness of this type 
helps reduce conflict and foster good com- 
munication oetween and among depart- 
ments. However, it may be difficult for the 
organization and others to accept. 

Case example: Gordon, a customer service 
representative for a waste disposal firm, is in 
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a feeling that nothing is ngln. vviih anything, 
especially the organization. Although she is 
competent and continues to meet and 
sometimes exceed her job expectations, he*^ 
attitude often "gets in the way'' in terms of 
iht effectiveness of the depai^nent. Her 
supervisor perceives her as a person whu will 
sabotage change m any way possible. 



m^lklng certain that those he perceives as 
powerful like him. 

Whenever he is in meetings, he supports 
decisions that are the most popular. He places 
others' needs ahead of his own. He can disable 
organizational effectiveness by his political 
maneuvenng or enable its eflfectiveness 
through his positive, friendly attitude. 



a positicn uf high visibility to the customer. 
He handles all the complaints and makes sure 
that the trucks are properly scheduled and on 
time. 

Not only docs he have a positive attitude 
toward people, he is also very ware cf the 
mission of the organization. When people talk 
to him in negative or less productive ways, 
Gordon is quick to find the positive elements 
in the situation and thus help the person feel 
better about it. In this way, Gordon is able 
to further the organization's goals and mis- 
sion plus meet his own needs aj well. 



Source: Merman and Clark, 1985, 
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2. Positional performance —learning the job, accomplishing job 
duties and tasks 

3. Work habits and attitiuk —hdng dependable, having a positive 
approach, accepting supervision 

4. Co-worker relationships— getting along with others, dealing 
effectively with interpersonal problems on the job 

5. Advancement— getting ahead, moving up the organizational 
ladder 

6. Career choice and plans —looking ahead, establishing goals for 
the future, identifying career paths 

A comparative analysis of the items in Crites's instrument 
with the sixteen behavioral outcomes that Merman and Clark 
(1985) discussed reveals a distinct correlation between them (see 
Figure 24). 

What Is an Example of a Successful Workplace 
Training Program in Organizational Effectiveness? 

The Monsanto Company of St. Louis, Missouri, is a 
muhinational company engaged in researching, manufacturing, 
and marketing a widely diversified line of high-quality products, 
including chemical and agricultural pioducts, pharmaceuticals, 
low-calorie sweeteners, industrial process controls, synthetic 
fibers, and plastics. 

Monsanto has more than 100 plant and facility locations 
throughout the worid and employs nearly 50,000 people. Its an- 
nual revenue is more than $7.6 billion. 

Like many organizations, Monsanto experienced rapid 
change in the late 1970s and early 1980s. Responding to market- 
place changes, the company elected to reduce costs and increase 
profitability. One organizational strategy W2is to exit the commod- 
ity chemical business in favor of high-value chemical products, 
pharmaceuticals, and life science products. In the 1980s, Monsan- 
to's board of directors set in motion actions that would transform 
the organization, with new mles and new ways of communicating 
its basic business operations. Industry analysts agree that Mon- 
santo has earned high marks for its adaptation to change and 
predict continued growth for the company ir, the coming years. 
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Figure 24, Career Mastery and Behavioral Outcomes Matrix. 
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Source: Adapted from Merman and Clark, 1985. 
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To cope with its changing environment, Monsanto's cor- 
porate finance group began ofTenng organizational effectiveness 
training in July 1987. Currently, all its organizational effec- 
tiveness training is conducted in St. Louis, although the train- 
ing is also available to employees from other locations. 

Organizational effectiveness training was begun in re- 
sponse to the organization's need to help employees take per- 
sonal responsibility for adjusting to the demands of the "new" 
organization. Senior management is placing a greater empha- 
sis on entrepreneurial thinking down the line, along with cre- 
ativity and the production of higher-quality products and 
services. Life at the new Monsanto created a great many chal- 
lenges, some simply because most employees were accustomed 
to the old way of doine things. When employees were asked 
to create career paths consistent with Monsanto's new struc- 
ture and aligned with its organizational mission and purpose, 
many employees found the request difficult because they believed 
they lacked the necessary skills. What used to be normal ways 
of achieving career success by relating to a centralized system 
were no longer possible. 

To succeed under the decentralized system, employees 
need to learn new adaptation skills: how to catch the supervisor's 
eye by being innovative and creative and yet work within the 
corporate culture to achieve harmony and unity. These skills 
are now critical to employee success and satisfaction — and vital 
to the achievement of Monsanto's strategic goal of improving 
its competitive edge. All of these concerns are being addressed 
in training. 

The corporate 6mnce staff developed a plan to implement 
organizational skills training within their function, and the costs 
of developing the training program were funded by the corporate 
finance group. However, each business unit is responsible for 
funding the costs of its employees' attendance at training. 

By its first anniversary, the program had already experi- 
enced changes based on active employee participation and a 
review of program materials to improve their fit to Monsanto's 
corporate culture. The program's positive impact is most notice- 
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able in affirmative feedback from managers, employees' better 
understanding of career realities in Monsanto, good word- 
of-mouth advertising from former program participants, in- 
creased numbers of employees seeking to attend the program, 
and former participants' stronger commitment to Monsanto and 
their Jobs. 

The training is delivered by an outside provider that 
specializes in helping individuals and organizations adapt 
to change. An internal Monsanto coordinator is also available 
to arrange seminar activities, evaluate results, coordinate 
prework assignments, and consult with business units to de- 
termine their needs in terms of employee attendance and desired 
results. 

Participants in the voluntary two-and-a-half-day program 
come from a variety of business units and include managerial 
and professional employees. For the most part, participants are 
employees who are determined to achieve more personal con- 
trol by learning how to adapt to organizational restructuring 
and the uncertainty of organizational change. To date, most 
volunteers have come from the finance and information systems 
departments. 

As of 1989, the program was being offered once every 
four months. Although most people who have asked to take the 
course have been from Monsanto's professional-technical-man- 
agerial level, the program is open to everyone, and nonsuper- 
visory employees are encouraged to attend. 

The program's success is measured in terms of noticeable 
changes in employee attitudes and behaviors in moving toward 
career self-management and improved adaptability to organiza 
tional change. At the discretion of the trainers, tests based on 
the Career Mastery Inventory (Crites, 1988) have been admin- 
istered prior to the program and just following the training. An 
additional program evaluation is conducted three months follo w- 
ing training's conclusion. The purpose of this evaluation is tc 
deter.nine whether participants have implemented actions re- 
lating to key organizational skills, and if so, what the results 
have been. Another evaluation is conducted one year after par 
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ticipation in the program to determine participants' continued 
retention and use of information learned in the training. 
Indicators of program success include the following: 

• Participants' enhanced job satisfaction, performance, and 
success 

• Behaviors that enable employees and the organization to 
grow 

• Individual participants' greater self-control in terms of 
mex*iting personal, professional, and social needs 

• Evidence that people know what they want from the orga- 
nization and how to obtain it 



The program is designed as a highly participative work- 
shop. Prior to a workshop, five people who know a prospec- 
tive participant provide information about that person. As 
a participant completes each training unit, he or she is pro- 
vided feedback bused on the information the five people provided 
earlier. Workshop activities, exercises, homework, partici- 
pant interaction, and individualized attention characterize v*ie 
training. 

To help employees implement more effective self-manage- 
ment techniques and adapt to new or changing internal corporate 
environments, the program specifically addresses positive behav- 
iors and explores their value to workers who want to enhance 
their determination to conduct career self-management activities, 
develop options to improve their versatility, make their profes- 
sional and self-worth more visible, and develop the ability to 
visualize new carer possibilities (M. A. Fetters, personal and 
telephone interviews, 1988). 

What Should Be Included 
in a Generic Workplace 
Organizational EfTectiveness Curriculum? 

Exhibit 23 presents items to consider in designing an 
organizational effectiveness curriculum. 
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Exhibit 23. Organizational Effectiveness: 
Understanding "Who's on First and What's on Second!" 



What are the objectives of this training? 

-To increase participants' understanding of explicit and implicit organiza- 
tional norms, structures, and codes and how they shape the work en- 
vironment 

-To improve participants' skills and abilities to function in an organizational 
environment in an effective and job-enhancing manner 

-To understand how each participant is perceived by others (peers and 
supervisors) in a way that helps or hinders his or her organizational effec- 
tiveness 

-To help participants understand the impact of their personal and 
professional values, choices, and behaviors on their effect, eness in an 
organization 

What are organizational effectiveness skills? 

-The ability to read and understand organisational cues to better under- 
stand the organization's directions and values 

-The ability to understand the explicit and implicit structures and codes of 
an organization to better comprehend its culture and succeed within it 

-The ability to understand how compatible or incompatible personal and 
organizational values and behavior patterns will enable you to succeed in a 
particular organization, make a decision to leave, or modify your beliefs 
and style uf operating in order to stay and achieve your objectives 

-The skill to develop an action plan that identifies how you can use 
available organizational mechanisms to help increase organizational effec- 
tiveness 

What will a self-assessment process contribute to improving my organiza- 
tional effectiveness skills? 

-Provide a knowledge of work- related skills a. id abilities such as voca- 
tional/occupational skills, strengths, personal and professional values, 
relationships, and interests 

-Help in understanding what one does best and enjoys doing, as well as in 
making a determination of how marketable these preference- are in today's 
organizations 

-Help to uncover one's personal vision of the ideal work environment by 
ansv^ering the following questions: 
-What am I doing in my ideal job environment? 
-Where am I doing this? 
-What skills do I bring to the job? 
-What results can I achieve? 
-Answer the questions "How prepared am I to meet the challenge ox 
achieving my vision?" and "What do I need to learn and know to achieve 
my vision In this organizational structure?" 
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Exhibit 23. Organizational Efifectiveness: 
Understanding "Who's on First and What's on Second!", Cont'd. 



-Uncover resources, training and/or educational needs, and ways you and/or 
the organization can best help you fulfill the vision 

How will improving my understanding of how I can grow professionally 

impact on my organizational effectiveness skills? 

-It will help to match opportunities with career interests. 

-It will develop skills to uncover and create new job opportunities within 

and outside an organization. 
-It will change attitudes toward wanting more responsibility— from a feeling 

of powerlessness to a desire to assume control. 
-It will broaden focus and perspectives of what is important in terms of 

career ^".d personal life. 
-It will explore how normative behavkor standards differ from organization 

to organization and how behavior impacts on the ability to do a job sue* 

cessfully. 

What will this knowledge enable you to do? 
-Understand my own valtu 

•Enhance my determination (volition) to conduct self- management activities 
-Develop options to enhance my versaiiliiy 

-Make my personal and professional worth more visible to others 
-Develop my ability to visualize desirable job and career outcomes 
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[TJhc most successful leader of all is one who sees another 
picture not yet actualized. He sees the things which belong 
in his present picture but which are not yet there. . . , Above 
all, he should make his co-workers see that it is not hts pur- 
pose which is to be achieved, but a common purpose born of 
the desires and the activities cf the group. 

Mary Parker FoIIett 
Dynamic Administration, 1941 

What Is Leadership? 

In their book Leaders, Warren Bennis and Burt Nanus 
(1985) tell of decades of academic analysis that have provided 
us with more than 350 definitions of leadership. They mention 
the thousands of empirical investigations conducted in the past 
seventy-five years to discover what leadership is, investigatioi »s 
that have not yielded an unequivocal understanding of what 
distinguishes effective leaders from ineffective leaders (p. 4). Fre- 
quently, the definitions that emerged merely reflected fads, fash- 
ions, politic*', or academic trends and represent nonsense rather 
than reality (p. 5). 

While it is difficult to construct a precise definition of 
leadership, it is helpful to begin by differentiating leadership 
and management. Management entails a process of initiating, 
delegating, directing, motivating, and evaluating. Management 
is a control process, *^the administrative ordering of things" 
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(Zengc , 1985, p. 44). Managers typically use a well-defined 
and -existing structure for controlling people's activities in pro- 
ducing goods or services. Managers carry out objectives, but 
leadership involves a process of guiding others toward defining 
what objectives should be. 

Even so, managing and leading cannot be sharply distin- 
guished. As John Gardner, former secretary of Health, Educa- 
tion and Welfare and founder of Common Cause, put it: "Every 
time I encounter an utterly first-class manager he turns out to 
have quite a lot of leader in him" (Gardner, 1987, p. 5). 

Leadership at each level — group, organization, nation, 
world— may encompass all the functions and competencies re- 
quired of a manager and, at times, exceeds them (see Figure 
25). Being a leader is a complex activity because it emerges out 
of the values and vision of the person exercising leadership skills 
and demonstrating mastery of intricate interpersonal skills. In 
very broad terms, leadership is a visionary activity that com- 
municates goals and secures behavioral commitment. 

Within organizations, distinction needs to be made be- 
tween leadership that is appointive and leadership that is shared. 

figure 25. Management-Leadership Continuum. 
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An appointed leader occupies a position because he or she has 
been designated or elected to take charge. An appointed leader 
is empowered with the broad authority and extensive resources 
to make decisions that are quite likely to affect the entire organi- 
zation. To appointed leaders, at all organizational levels, belong 
the tasks of providing a transforming vision of what the organiza- 
tion or work group should be about, creating a structure to 
realize that vision, creating an environment in which both sub- 
ordinates and colleagues are intrinsically motivated, and dem- 
onstrating the links between and among organizational units. 

The idea of shared leadership, on the other hand, has 
emerged and is gaining respect because, practically speaking, 
large organizations are such complex organisms that decision 
making cannot be limited to the chief executives but must be 
dispersed horizontally and vertically throughout the company. 
As yet, however, we give little credit or encouragement to the 
literally hundreds of thousands of people exercising dispersed 
or shared leadership. 

Shared leadership has two meanings. The first refers to 
the functional roles that group members perform. All group 
members can and should perform leadership functions appro- 
priate to each person and to group needs. "To see the need and 
fail to respond can be viewed as a failure to fulfill membership 
responsibilities" (Kolb, Rubin, and Mclntyre, 1984, p. 143). 
Any member can influence group behavior. For example, shared 
leadership in a quality circle entails having all members per- 
form various roles necessary to completing a task and to main- 
taining working relationships among group members. The per- 
son designated leader at any given point does not so much direct 
discussion and decision maldng as facilitate the group's forward 
movement in achieving tasks that lead to a desired objective. 

The second meaning of shared leadership refers to leader- 
ship responsibilities that an appointed leader delegates to subor- 
dinates. Individually or in a group, subordinates may be en- 
couraged to make decisions and initiate action without seeking 
the appointed leader^s approval. For example, a production work 
group may be empowered to modify processes to cut produc- 
tion time or improve product quality and asked merely to keep 
the supervisor informed. 
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Today's larg^ corporations are "moving in the direction 
of creating more shared leadership roles through what is referred 
to as 'intrapreneurship/ the creation of small entrepreneurial 
units within the organization with the freedom and flexibility 
^o operate virtually as small independent businesses. . . . [For 
^xample,] General Motors has thousands of leadership'roles avail- 
able to its employees, and MCI has hundreds" (Bennis and 
Nanus, 1985, p. 224). As organizations become more comfort- 
able with the concept of shared leadership, an explosion of leader- 
ship roles will undoubtedly be available to all levels of employees. 

What Theories Support 
Current Training in Leadership? 

Leadership is a behavior or set of behaviors that can be 
observed and learned. There is, however, no single leadership 
theory that appropriate to all situations. Before providing 
training in shared leadership practices, decision makers therefore 
need to identify the kinds of leadership situations employees at 
each organizational level can be expected to encounter. 

Leadership theories abound. Hie theories discussed below 
were selected because they are more easily adapted to the prac- 
tice of shared leadership. That is, their component parts lend 
themselves to the development of practical exercises for com- 
municating the concepts of shared leadership to individuals at 
all organizational levels as contrasted with theories whose im- 
plementation would, in general, limit practice to the upper 
echelons of management. 

Functional Leadership Theory, Functional leadership the- 
ory was derived from the group dynamics research done in the 
late 1940s and early 1950s (Miles, 1981). It rests on three basic 
tenets: (1) functional leadership is a behavior or set of behaviors 
that occurs in a group; (2) there are shared functions that can 
be performed by an appointed leader or by any or all of the 
group members, depending on the requirements of the situa- 
tion; and (3) the key leadership functions are facilitating the ac- 
complishment of tasks and maintaining the group relationship. 
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Training in functional leadership occurs in a group where 
members, guided by a trainer, simulate real-life experiences and 
receive feedback on how they behaved during the simulations. 
The training group provides a psycholo^cally safe environment 
for members to experiment with new behaviors that they might 
not fed comfortable practicing in the workplace. The learning 
process entails several steps: 

• Group members experience dissatisfaction with their be- 
haviors. 

• Members move on to selecting new behaviors. 

• Members practice new behaviors. 

• Members get evidence on the results. 

• Members generalize, apply, and integrate successful new 
behaviors. 

The content of training in functional leadership includes 
identifying the pi..perties of groups (such as norms, goals, mem- 
bership, leadership, and communication); developing skills in 
diagnosing group problems; and practicing skills in leading 
groups. Theory about group process is integrated with real-world 
learning activities (experiential learning). Group members im- 
prove their functional leadership skills through the medium of 
group learning activities. 

Contingency Leadership Theory, Contingency (situational) 
leadership theory correlates effective leadership style with the 
preparedness of a group to accept the particular style the leader 
chooser. The contingency model describes situations in which 
the ability to be effective as a leader depends on whether the 
leader is task centered or human relations centered. What the 
group wants and is ready to receive determines which leader- 
ship style will be most effective. 

Problems occur when the person providing leadership 
favors one orientation over the other and is unable to change 
orientation as a situation requires. Within this perspective, func- 
tional leadership training provides people with the skills to 
diagnose a situation and change the situation to fit their leader- 



399 



382 



Workplace Basics 



ship style or to adapt their leadership style to fit the situation 
more comfortably. 

Paul Hersey, from the University of Massachusetts, and 
Kenneth H. Blanchard, author oiThe One Minute Manager, pro- 
pose a leader effectiveness model (1982) based on the concept 
of adaptive (contingency style) leader behavior. In the Hersey- 
Blanchard theory, leadership style entails identifying task and 
relatiorship behavior or some combination of behaviors. For 
leaders to be effective, their styles must be appropriate for the 
situation in a specific environment (leader, leader's followers, 
superiors, associates, organizational and job demands) and for the 
level of maturity (ability and willingness '^f people to take respon- 
sibility for directing their own behavior) of group members. 

Training in leadership effectiveness starts with the ad- 
ministration of the '^adership Effectiveness and Adaptability 
Description (LEADy, an instrument developed by Hersey and 
Blanchard. This assessment describes twelve situations and four 
possible leadership actions for each situation. Respondents are 
asked to select from these alternative actions the one that they 
believe best reflects their own leadership style. This self-diag- 
nostic activity is the starting point for helping participants enlarge 
their behavioral capabilities in terms of the connection between 
task and relationship. In the Hersey-Blanchard model, there are 
four possible task- relationship links; high taslc/low relationship; 
high task/high relationship, high relationship/low task, and low 
relationship/low task (see Table 11). The appropriate style de- 
pends on the maturity/immaturity level of the group (see Figure 



Organizational Development Leadership Theory. The or- 
ganizational development (OD) appioach to leadership is based 
on open systems theory, concepts from group dynamics (team 
building, conflict resolution, interpersonal relationships, and 
others), and theories of human organizations (Olmstead, 1980). 
Basically, OD leadership theory relies on the leader to have a 
vision (goal) about the group's potential and a commitment to 
the group's success. Leaders need the ability to identify elements 
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Table 11. Changes in the Leadership Situation 
Expressed in Terms of Task and Relationship. 



Variable 

Being 

Changed 



Change Made 



Style Facors 



Task 

Leaders could be given: 
1. Followers who are quite 

Leader- different from ihem in a 

member number of ways. 

Relations 2, Followers who are 

notorious for their conflict. 



Relationship 
Leaders could be given: 

1. Followers who are very 
similar to them in attitude, 
opinion, technical background, 
race, etc. 

2. Followers who generally get 
cdong well with their superiors. 



Leaders could be given: 

1. High rank and correspond- 
ing recognition, i.e., a vice- 
presidency. 

2. Followers who are tv/o or 
Position three ranks below them. 
Power 3, Followers who are depen- 
of the dent upon their leader for 
Leader guidance and instruction. 

4. Final authority in making 
all the decisions for the group. 

5. All information about 
organizational plans, thus 
making them expert in their 
group. 



Leaders could be given: 

1. Little rank (office) or 
official recognition. 

2. Followers who are equal to 
them 'n rank. 

3. Followers who are experts 
in dieir field and are indepen- 
dent of their leader. 

4. No authority in making 
decisions for the group. 

5. No more information about 
organizational plans than their 
followers get, placing the 
followers on an equal "fo 'ng^ 
with the leaders. 



Leaders could be given: 
Task 1, A structured production 

Structure task that has specific instruc- 
tions on what they and their 
followers should do. 



Leaders could be given: 
1. An unstructured policy- 
making task that has no 
prescribed operating pro- 
cedures. 



Source: P. Hersey and K. H. Blanchard, Management of Organizational 
Behavior. Utilizing Human Pcsourccs, 4/e, © 1982, p. 144. Reprinted by permis- 
sion of Prentice-Hall, Inc., Englewood Cliffs, N.J. 



that hinder or help groups develop, and they must be willing 
to work toward personal development for themselves and others 
in the group. To be able to deal with any and all situations that 
might arise, a leader must have a flexible response strategy 
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Figure 26. Changes in the Leadership Situation 
Expressed in Terms of Maturity of Followers 
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because organizations (groups) are dynamic and interactive 
systems. 

Harvard professor Chris Argyris's theory of leadership 
behavior provides a good example of this approach. In his the- 
ory, an effective leader must have skillful diagnostic capabilities 
in order to be responsive to group needs. Training subject matter 
includes v\^hat to look for in terms of a group's environment and 
interaction, techniques for identifying v\rhat is going on, and 
learning hov\r to react appropriately to events. Argyris has in- 
corporated his early studies on leadership or professional effec- 
tiveness (Argyris and Schon, 1974) in an approach he calls action 
science (Argyris, Putnam, and Smith, 1985). 

In action science, a leader's behavior is said to depend 
on what he or she believes v\^ill bring about a desired result. 
Argyris and Schon (1974) have identified two basic patterns of 
behavior. In the jfirst behavioral patten* ^ iodd I), leaders design 
and manage a given situation unilaterally; that is, they ov/n and 
control the task(s) themselves, they require only their ov\^n skills 
for self-protection, and they stand alone in protecting others. 
A good example of this type of a role model is an army sergeant. 
When other people resist this kind of leadei^s behavior, the leader 
becomes defensive. 

In a different model of behavior (Model II), the leader 
creates a situation in v\rhich the leader and others share in deci- 
sion making. That is, the task is jointly owned, and there is 
collaboration to accomplish it. As a consequence, defensive 
behavior is reduced, amd both parties are able to engage m effec- 
tive problem identification and solving. 

Training for more effective behavior usually occurs in a 
seminar. The basic teaching tool is the case study, frequently 
prepared by seminar members who record on one side of a sheet 
of paper a conversation they have had. On the other side, they 
record each exchange in the conversation, the assumptions they 
had about the situation, their behavior, and the other party's 
behavior. The conversation is then analyzed for Model I or 
Model II behavior to try to determine what is dysfunctional. 
Training also occurs by examining the interactions of the ongo- 
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ing group. The specific training content is examination of the 
behavioral assumptions that people use in their interaction with 
others. The content is learned experientially as people diagnose 
their own behaviors and begin to move from Model I to Model 
II behavior. 

Applied Psychoanalytic Leadership Theory, Robert A. 
Portnoy (1986) of McDonnell Douglas Astronautics Company 
interprets leadership from the perspective of applied psycho- 
analysis. For Portnoy, the key factor in effective leadership is 
avoidance of counterproductive behavior caused by impulsive 
power (arising from the id} or crippling anxiety and fear (from 
the superego). Portnoy used this theory of human behavior to 
develop the relationship life cycle. Basically, the relationship life 
cycle provides a model that helps a leader underst Jid how mem- 
bers of a work team can use conflict to strengthen their com- 
mitment to team relationships and to the organization. "Once 
leaders recognize the presence of conflict, they can redirect 
energies from defensive and self-serving behaviors into discus- 
sion that can help to reclarify roles and redefine expectations'* 
(Portnoy, 1986, p. 55). Portno/s model (see Chapter Fourteen 
for a discussion of the essential elements of interpersonal skifls 
and Figure 20 on the relationship life cycle) can be used as the 
basis for group discussion and analysis of case studies. The 
specific training content revolves around the application of the 
psychoanalytical theory of personality to leadership. 

Interpersonal^ Personal^ and Cognitive Leadership Theory, 
According to the interpersonal, personal, and cognitive theory 
of leadership, a leader relies on expertise in interpersonal skills 
to work eflectively with people and to move their behavior in 
the direction of achieving organizational goals. Leadership en- 
tails a high order of personal skills: independence, courage of 
judgment, and ability to tolerate ambiguity and stress. 

Training for this type of leadership combines several ac- 
tivities ranging from prescriptive (didactic) sessions to experien- 
tial (reality-based) learning, and from apprenticeship to mastery 
levels (Strong, 1986; Zenger, 1985). Specific content includes 
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theoretical material on leadership and human behavior and 
training in jroup leadership techniques, presentation skills, in- 
terpersonal communication, decision making, and organiza- 
tional development. 

As noted earlier, all of these leadership theories lend them- 
selves, without great distortion of their basic tenets, to the devel- 
opment of training programs that help empov\^er people through- 
out an organization, including its nonsupervisory v\rorkers, 
through the acquisition of transferable leadership skills (shared 
leadership). There are other theories that, although significant 
in the developing history of leadership theory, depend heavily, 
if not exclusively, on the top-dov/n exercise of pov/tr and the 
control of significant resources. Therefore, v\rithout significant 
reinterpretation of their basic meanings, they do not lend them- 
selves to adaptation for training of nonsupervisor/ employees. 
Such theories are founded on concepts of power leadership rather 
than on the precept of empowering leadership. Tv/o of these power 
leadership theories, however, deserve mention. 

Transformational Leadership Tlieory, The transforma- 
tional leadership approach has recendy captured the corporate 
and public imaginations. A transformational leader pays atten- 
tion to what is going on, determines what part of the events 
at hand are important for an organization's future, sets a new 
direction, and concentrates the attention of everyone in the 
organization on it (Bennis and Nanus, 1985, p. 88). The trans- 
formational leader imposes a vision on the organization and leads 
by example. 

Transformational leadership is about change, innovation, 
and entrepreneurship. "This brand of leadership is a behavioral 
process capable of being learned and managed. It is a leader- 
ship process that is systematic, consisting of purposeful and 
organized search for changes, systematic analysis, and the ca- 
pacity to move resources from areas of lesser to greater pro- 
ductivity. . . . The challenge is for transformational leadership 
at all levels in an organization. Rosabeth Ranter's Change Masters 
(1983) focused our attention on such leaders in the middle of 
an organization. She focused new insights into the role of middle 
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level leaders in transforming aji organization" (Tichy and De- 
vanna, 1986, pp. viii and x). 

Training in transformational leadership is derived from 
study of best practices and presents, in effect, the art of leader- 
ship. It is focused on and designed for organizational decision 
makers at the supervisory level and above. The delivery modes 
for training in transformational leadership have been consulta- 
tions, seminars, and articles and books of specific case studies 
representing best practices. 

Liberal Education Leadership Theory, liberal education 
leadership theory asserts that all good leaders must have a base 
of good liberal education because **it is when you get inco areas 
of leadership that you begin to truly appreciate a liberal educa- 
tion" (Johnston and Associates, 1986, p. 66). Liberal education 
theory is a broad and open-minded approach to subject mat- 
ter, with an active and questioning role for the learner and the 
exercise of individual judgment and the application of broadly 
applicable skills (pp. 16-17). In other words, the concept of 
liberal education leadership training is procesr oriented rathei 
than subject oriented. From a theoretical perspective, liberal 
education embraces a study of the structure oi kno A^Iedge under- 
lying functional disciplines as v/ell as the knowledge perspec- 
tives that each functional discipline provides on the world; skills 
in reasoning, communication, and inquiry; and a sense of values 
based on the cultural norms of the surrounding environment. 

Although the concept of liberal education leadership is 
primarily concerned with preemployment educational prepara- 
tion, many companies agree with its thrust and provide educa- 
tional opportunities to their mid- and upper-level managers. 
These opportunities include tuition-waiver programs, on-site 
course work, readings in the classics and current books, sab- 
batical time for attending college LXid university programs, a .id 
so on. 

The content of these prograuis ranges from the study of 
communication skills and current economic and political con- 
ditions to the classics, to name only a few subject areas. Increas- 
ing corporate interest in these programs is driven by pressure 
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for more involvement in community and national affairs, which 
in turn necessitates that leaders have a broad understanding of 
human history and the human condition. America's corporate 
recovery, many top leaders believe, depends on corporations 
being socially responsible and formulating an active political 
strategy. 

What Are the Essential Elements 
of Training in Shared Leadership? 

In the considerable literature available on leadership train- 
ing, there is both overlap and disagreement among expertw on 
its essential elements. Since no training theory has the endorse- 
ment of a majority of leadership experts, to select appropriate 
training in shared leadership concepts, an organization needs 
to identify what its objectives are before either creating a course 
based on a particular theory or selecting a provider with a par- 
ticular point of view. 

Several writers who have examined theories of leadership 
training have presented summary statements of their own views 
on what constitutes the essential elements of leadership. Some 
of their conclusions are discussed below. However, this is by 
no means a comprehensive discussion of all perspectives on 
leadership training. Rather, it represents those aspects that seem 
most pertinent to preparing our next generation to move for- 
ward in the practice of shared leadership. 

Several experts have focused on the behavioral elements 
that are central to good leadership (Sinetar, 1981; Zenger, 1985; 
Lipitt, 1983). Sineta^'s point of view is that leadership behaviors 
fall into three broad categories: 

• Intellectual/cognitive skills, which involve the ability to diagnose 
problem situations, deal with abstract ideas, view problems 
in broad perspective, and anticipate consequences of de- 
cisions 

♦ Personal skills, which entail judging the appropriateness of 
decisions, an ability to cope with unpleasant situations and 
handle stress, and a tolerance for ambiguity 
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• Interpersonal skills, which include the ability to listen to others 
and respond appropriately, interact easily with people from 
different cultural backgrounds, inspire confidence in others, 
recognize and articulate feelings, organize social interaction 
systems, support members of a group, determine appropriate 
behavior and courses of action, and organize and direct ac- 
tivities for others 

Zenger (1985) believes there are as many as six behavioral 
dimensions of leadership necessary to create a culture; of positive 
values: 

1 . Communicating 

2. Developing committed followers 

3. Inspiring lofty accomplishments 

4. Modeling appropriate behavior 

5. Focusing attention on important issues 

6. Connecting the group to the outside world 

Lipitt (1983) has identified seven competencies that a 
leader needs in order to influence others: 

1. A degree of personal security 

2. Ability to respond to a given situation 

3. Independence and courage of judgment 

4. Ability to abstract and conceptualize 

5. A tolerance for ambiguity 

6. Mental flexibility 

7. Ability to analyze and synthesize 

Another approach to the possibilities for training in shared 
leadership is extrapolated from visionary leadership theory (Shas- 
kin, 1986\ This theory is based on aspects of personality traits, 
organizational culture, and behavior. Training consists of com- 
municating skills that enhance a person's ability to create a vi- 
sion that will help an organization or a team anticipate events 
and prepare for future demands. This kind of leadership en- 
tails expressing a vision to others, explaining it, extending it 
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so that it can be implemented, and possibly adapting it and ex- 
panding it to accommodate diverse circumstances. 

Visionary training helps a leader understand the necessary 
components of a vision: to change or not to change, to establish 
a goal, and the primacy of people. This visionary approach is 
derived from sociologist Talcott Parson's analysis of the critical 
functions of an organization: adapting to change in the environ- 
ment, attaining goals that clients and customers will pav for, 
coordinating activities so that people's actions within the organi- 
zation or group are integrated, and maintaining a pattern of 
action by creating an organizational or group culture in which 
members share the same beliefs and values. 

Visionary leaders need to be able to communicate their 
vision at all levels by incorporating the vision into the organiza- 
tional or group philosophy, committing resources to implement 
the vision, and acting personally to set a standard against which 
others in the organization or group can measure their own be- 
havior. The personal actions of a leader entail five behaviors: 

1. Focusing attention on the key issues of the vision 

2. Communicating the vision effectively (by listening as well 
as talking) 

3. Demonstrating personal consistency and trustworthiness 

4. Displaying respect for oneself and for others 

5. Taking calculated risks and making a commitment to see- 
ing those risks through to a conclusion 

Becoming competent in and eventually mastering visionary 
essentials are primary requisites for good transformational 
leadership. 

Psychoanalytic theory leads to the development of tech- 
niques that enhance a leader^s ability to demonstrate emotionally 
stable behavior. This involves learning how to maintain con- 
trol of impulsive power and coping with pressure by thinking 
options through before taking action. EfTective leadership also 
involves being ahlr^ to identify and manage "superego" triggers 
(events that cause anxiety and create feelings of threat or help- 
lessness). Leaders can reduce their vulnerability to these trig- 
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gers by learning effective time management practices, increas- 
ing physical activity to reduce stress, and releasing tension 
through relaxation exercises. 

To apply this theory effectively, a leader must also have 
learned good communication skills. A leader demonstrates these 
skills by controlling elements of behavior that interfere with work 
team functioning. Among the skills required are the ability to 
engage m conversation for the purpose of establishing relation- 
ships, communicating expectations, and having a positive con- 
frontational attitude when workers do not carry out tasks to 
expectation. Confrontation must be accomplished in a way that 
does not cause workers to become defensive or anxious about 
succeeding. When performing in a confrontational situation, 
a well-trained leader works from the position of problem solver, 
not from a base of impulsiveness or anxiety. 

What Constitutes Competenfjy in 
Leadership? What Constitutes Mastery? 

Few studies that measure competency in leadership skills 
are available. The competenc> of nonsupervisory personnel who 
take leadership training workshops should be measured on the 
basis of whether or not they demonstrate an increased awareness 
of the human factors that influence organizational or group per- 
formance. These human factors are the dynamics of individual 
behavior, group behavior, and organizational behavior. Work- 
shop participants should also be able to demonstrate that they 
are able to diagnose human factor problems correctly and can 
develop workable corrective action plans. Finally, they should 
be able to define certain behaviors that are fundamental to 
becoming an effectivt Icadei. demonstrating a willingness to ex- 
periment, defining a personal vision and inspiring others to ac- 
cept it, enabling others to act, providing models for others to 
follow, and encouraging others to ^ct. 

Measuring mastery in the art of leadership is more difficult 
than measuring competency, although leadership is a much- 
studied phenomenon with a considerable body of literature. 
Initial leadersiiip f^aining experiences that lead to competency 
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equip people with only a basic understanding of the elements 
of this body of knowledge. Mastery can be achieved only after 
years of practice and feedback in an actual work environment. 
Not everyone wants to or will move into a leadership position, 
even in a shared environment. What is important is that each 
person be empowered with the basic skills necessary to do so, 
should a necessary situation arise. 

What Is an Example of a Successful 
Workplace Training Program in Leadership? 

Well known as an insurance company. Travelers, located 
in Hartford, Connecticut, has diversified into related financial 
services such as mutual funds and investment banking and owns 
several companies that offer a wide variety of such services to 
its customers. 

Travelers enr.ploys 38,000 people and in 1987 reported 
more than $17 billion in revenue. The company's leadership 
program. Leadership, Power and Influence, began in late 1987 
as part of Travelers' revamping of aJl training programs. 

Because its earlier training was not addressing the com- 
pany's strategic goals, the company buih a new training center 
in 1985 and began implementing a new training agenda. Trav- 
elers has made more training programs avaUable for two reasons. 
First, the organization is restructuring itself to reduce middle 
management positions, and this requires that employees at lower 
levels become more skilled in decision making and problem solv- 
ing. Since fewer managers are responsible for more employees, 
employees must be able to work well with less supervision and 
control. Second, technology now allows more information to 
be available to lower levels of employees, so it is possible for 
employees below the management level to make more decisions. 
Decision making at lower levels is more efficient because it is 
less time-consuming than decision making requiring approval 
from above. Further, it is advantageous to have decisions made 
by those closest to and most familiar with a problem because 
they usually are in the best position for spotting its subtleties. 
The specific strategic goals that Travelers' new leadership pro- 
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gram addresses are achieving improved customer service, facil- 
itating communication and cooperation among business groups, 
and facilitating the flattening of *Jie organization. 

All expenses for training, including travel, are paid through 
the trainee's department budget. A charge-back system is now 
being used for the first time. Originally, the leadership program 
was only offered at company headquarters in Hartford, but 
beginning in the fall of 1988, it has been offered at other Trav- 
elers sites as well. 

All Travelers' trmning programs are voluntary, although 
supervisors encourage their employees to attend. Supervisory 
approval is necessary for any employee to attend a course, ex- 
cept for evening programs that employees attend on their cvvn 
time. 

Travelers anticipates offering leadership training to more 
nonsupervisory personnel because the company believes that 
leadership is essential for lower levels of personnel, and the 
course's designer believes that the course is highly applicable 
and adaptable to nonsupervisory personnel. Currently, the lead- 
ership training is formally available to all supervisory and man- 
agerial personnel as part of the company's Management 
Development Continuum — a series of courses designed to 
prepare all levels of supervisors and managers for their jobs. 
Equivalent-level nonsupervisory employees, such as technical 
engineers, may also take the course. 

Outside providers aie used occasionally to develop course 
training materials (such as videotapes) and to develop and deliver 
programs. Travelers has four company instructors who teach 
the course, and they are supplemented by outside instructors 
when demand for the course is high. All outside trainers become 
familiar with Travelers' philosophy through an in-house ori- 
entation. 

Several evaluation methods are used to measure the suc- 
cess of Travelers' training programs; participants' verbal feed- 
back during and after a course, reaction sheets that participants 
complete at the end of a course, tests, and interviews with par- 
ticipants and supervisors three and six months after a course. 
During the course's pilot phase, detailed questionnaires were 
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handed out frequentiy in order to receive continual feedback 
from the participants. Now participants are asked to fdl out only 
one questionnaire at the end of the course. This questionnaire 
is designed to be more thorough and useful than standard reac- 
tion sheets. Six weeks after the completion of a leadership pro- 
gram, participants are randomly selected for one-hour follow-up 
interviews. By the end of 1988, 300 employees had completed 
the course and evaluations of the leadership program indicated 
excellent results. 

Travelers is conducting demand forecasts to determine 
whether current training programs should be expanded or dis- 
continued. Preliminary findings indicate that more 'han 450 peo- 
ple planned to take the course in 1989 and that the number of 
annual runnings probably will nearly double beyond the cur- 
rent seventeen. 

The week-long seminar focuses on developing specific 
leadership skills that enable employees tc work with and in- 
fluence people over whom they have no formal authority. The 
goal is for employees to form productive and satisfying work 
relationships through skills such as collaboration, win-win nego- 
tiating, and alliance building. 

The first portion of the course focuses on the dynamics 
of power and the importance of developing a personal power 
base as a means of influence. Next, participants receive indi- 
vidualized feedback by using an assessment instrument called 
the Leadership Effectiveness Analysis (LEA). Developed by 
Management Research Group, the LEA presents a behavioral 
model of leadership and provides each individual with a feed- 
back profile on twenty-two separate behavioral dimensions. In 
another module, participants construct a visual model of their 
relationship networks and analyze the dynamics that characterize 
relati'^nships with people whom they need to influence and lead. 
By building upon their LEA and network data, participants ddve 
into the three major skill components of the course: collabora- 
tion, negotiation, and alliance building. The collaboration skill 
focuses on participatory problem solving and teamwork. The 
negotiation skill emphasizes resolving conflict on the basis of 
win-win principles. Role rehearsals and individualized videotap- 
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ing sessions provide practice opportunities and developmental 
feedback for each participant as he or she learns these interac- 
tive skills. The strategic alliance-buUding skill focuses on tran- 
scending personality differences and interoffice conflict to "get 
the job done." Training emphasizes principles of "strategic net- 
working^ and cooperation to attain v/ork goals. Participants com- 
plete the course with new leadership skills aimed at enhancing 
their influence potential and personal power (Robert Fenn, Les 
Howies, and Rick Wise, telephone interviews. May, July, ^nd 
August 1988). 

What Should Be Included in a 
Generic Workplace Leadership Curriculum? 

The guidelines in Exhibit 24 present one perspective on 
leadership training. If an organization chooses to impleuient a 
leadership seminar in-house or purchase the training from an 
outside provider, the course may and probably will differ from 
this. The degree of diiference will depend on the theoretical 
approach espoused by the provider or selected by the organiza- 
tion and on the specific training techniques used. 



What arc the objectives of this training? 
-To leam from the general literature of leadership theory 
-To develop a list of generally acceptable characteristics of what makes a 
good leader 

-To develop a consensus on the qualities necessary to succeed in a shared 

leadership environment 
-To explore each participants leadership strengths and weaknesses 
*To strengthen weaknesses and expand strengths in shared leadership skills 
-To better understand the dynamics of shared leadership through the vehicle 

of mini-cxercises 

What does the new organization look like? 
-It is organizationally more compact. 

-It consists of matnx management, cross- functional project teams, horizontal 
responsibility. 

-To be competitive, it provides more services/better goods at less cost. 



Exhibit 24. Shared Leadership Training: The 
Skills for Success in the New Organization. 
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Exhibit 24. Shared Leadership Training: The 
Skills for Success in the New Organization, Cont'd. 



-It employs new approaches to motivation, 

-It pushes leadership functions down through the organization to the point 
of production or point of sale. 

What do we know about leadership? 

-Theories of leadership (funcdonal, visionary, behavioral, and others) 

-Definition of leadership 

-Shared versus appointive leadership 

-Manager versus leader 

What makes a person successful at shared leac.ership and empowering his or 
her team? (Kouzes and Posner, 1987, p. 14; Hastings, Bixby, and 
Chaudhry-Lawton, 1986, pp. 92-94) 
-Challenging the process 

-Searching for opportunities 

-Experimenting and taking risks 
-Inspiring a shared vision by making it public 

-Envisioning the future 

-Enlisting others to work toward a shared vision 
-Empowering others to act 

-Fostering collaboration 

-Strengthening others to act independently 
-Modeling the way 

-Setting the example 

-Planning small wins 
-Encouraging the heart 

-Recognizing individual contributions 

-Celebrating accomplishment 
-Helping yourself to perform 

-Encouraging frank feedback 

-Developing a support network 
-Passing the baton 

-Encouraging others to take over 

-Not fearing to say, "I don't know.** 

How do you build a shared leadership style? 
-By developing an inventory of personal leadership skills 
-Diagnostic (problem solver, critical and creative thinker) 
-Perceptual (communicates well, verbally and through listening) 
-Behavioral (teamwork, negotiation, interpersonal, delegation, motivation, 
coaching/counseling) 
-By developing leadership skills tl.rough case studies, experiential learning, 
and workshop simulauons 
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A Blueprint for Success 



Programs created to provide employees with training in the six- 
teen workplace basic skills are most successful when they (1) 
are preceded by a well-constructed action plan that includes an 
in-house marketing campaign to marshal management and union 
support and connect the workplace basics program to the em- 
ployer's competitive strategies; (2) use a systematic approach to 
training design, development, and delivery; and (3) incorporate 
an applied learning method that uses a functional-context approach 
to job-specific training. 

Together, these three elements constitute an applied ap- 
proach to workplace training to reflect the needs and realities of 
today's workplace. This innovative process merges political real- 
ities such as scarce dollars, technological change, and the some- 
times conflicting perspectives of management and labor with 
state-of-the-art thinking on training design, learning methods, 
and return on investment. 

Like a general preparing for battle, a workplace basics 
advocate must be aware of the factors that influence a battle 
plan. Organizational capabilities, workplace changes and chal- 
lenges, and the cultural dynamics of the organization all come 
into consideration. More important, marshaling the support of 
management and unions is a pivotal activity in any effort of this 
kind; without such support, the program will be devoid of an 
institutional base and will have a limited chance for success. 

The major strength of the applied approach is that it rarely 
strays from the day-to-day reality of the workplace and is linked 
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to both the individual on the job and ultimately to the employer's 
bottom line. Research and experience in adult training have 
shown that linking learning to a worker's actual job carries 
benefits for both employee and employer. More cost-effective 
than broad-based training, this applied approach provides train- 
ing tailored to the employer's specific needs and a more rapid 
integration of learning with actual job needs, resulting in higher 
employee productivity. For trainees, the applied approach im- 
proves retention because they will immediately and repeatedly 
use the newly acquired knowledge. This approach also improves 
job performance because the trainees will apply their new knowl- 
edge to actual job needs. And it increases the potential for higher 
individual earnings and career advancement. 
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Guidelines for Establishing an 
Effective Workplace Basics 
Program 



What Is the Applied Approach? 

The applied approach is a pragmatic, work-based pro- 
gram development and implementation system. At its heart are 
two basic tenets. First, employers need to have training pro- 
grams that will consistently improve job performance. Second, 
the best method for improving job performance is to approach 
training needs systematically. 

Because the employer views basic skills problems as bar- 
riers to productivity and marketplace success, the employer's 
primary concern is to fill the gap between what employees know 
and what they need to know to improve job performance. 

The applied approach to training meets employer need 
through a multistage process (see Exhibit 25). The stages are 
dynamic and interactive like the changing patterns of a kaleido- 
scope. All stages exert a significant and continual influe^ice 
throughout the process. 

Obviously, at various points throughout the process, one 
stage or the other will inevitably dominate. Throughout, how- 
ever, all stages provide a continual undercurrent of influence. 
For example, results of a needs assessment will inevitably undergo 
rethinking as new knowledge is acquired during design and im- 
plementation. Evaluation of training effects on actual job per- 
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Exhibit 25. Blueprint for Success. 



STEP 1: Identify Job Changes or Problems That May Require Basic 
Workplace Skills Training 
-Assess the extent of the problem 

-Formalize a company-wide representative advisory committee 
-Perform a job analysis for selected jobs 

-Document employee performance deficiencies on the selected jobs 
-Identify population to be targeted for training 
-Build cooperation with unions 
-Keep good records 

STEP 2: Build Management and Union Support to Develop and Implement 
Training Programs in Workplace Basics 

-Make the case for skills training programs in workplace basics 
-Build support for skills training programs in workplace basics 

STEP 3: Present Strategy and Action Plan to Management and Unions for 
Approval 

-Present the strategy/action plan for training 
-Select a training program architect: in-house staff vs. external 
providers 

STEP 4: Perform a Task Analysis of Each Selected Job or Job Family 
-Perform a task analysis 

-Determine whether to select a quick route through task analysis 

and which process is most appropriate 
-Review the generic elements of the task analyses processes 

STEP 5: Design the Curriculum 

-Design a performance-based, functional-context instructional 
program 
-Design evaluation system 

-Design documentation and record-keeping system 
-Obtain final budget approval to implement program 

STEP 6: Develop the CurriculUi i 

-Prepare the instructional format 
-Select instructional techniques 

-Select facilities site and designate equipment requirements 
-Develop evaluation and monitoring instruments 

STEP 7: Implement the Program 

-Select and train the instructional staff 
-Develop a training contract— yes or no? 
-Pilot test (optional) 

STEP 8: Evaluate and Monitor the Training Program 
-Evaluate the program 
-Monitor the daily training 
-Connect back to management 
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formance will invariably test and challenge not only the train- 
ing program design and implementation but also the interpreta- 
tion of the original needs assessment itself. 

Just as the steps in the process are kaleidoscopic, so too 
are the demands placed on personnel charged with implement- 
ing the applied approach to workplace basics. To be effective, 
personnel must have political savvy, organizational skills, and 
technical expertise. 

First an investigator must determine the scope of the work- 
place problem and the magnitude of any training response. If 
the initial investigation indicates that a significant training ef- 
fort is required, an advocate with strong organizational and in- 
fluencing skills is needed to secure management and union 
support. Once support is secured, the process requires a train- 
ing practitioner schooled in task analysis and training design, 
development, implementation, and evaluation. 

Getting the Job Done: How Does the Process Work? 

Following is a summary of the innovative applied ap- 
proach model for establishing a training program to provide 
basic workplace skills. Based on input from experts and practi- 
tioners, extensive review of state-of-the-art literature, and semi- 
nal work in instructional systems design by the U.S. military, 
the model provides a blueprint for successful establishment and 
implementation of a workplace basics program. 

The following steps do not need to be carried out sequen- 
tially. However, if all steps are covered, the chances of establish- 
ing and implementing a successful workplace basics program 
are enhanced significantly. As in baseball, to score a "home run,** 
you have to touch all the bases! 

Step 1: Identify Job Changes or Problems 

That May Require Basic Workplace Skills Training 

The first hint of basic skills problems may appear, for ex- 
ample, in a supervisor's report on the slower-than-anticipated 
integration of a new machine on the shop floor. The new quality 
circle program — which relies heavily on teamwork — may be 
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going badly because employees "aren't getting along.'* Or prob- 
lems may surface when employees "self-report" that they need 
help to handle new respr isibilities successfully. 

The hint o* appearance of a problem is not sufficient, 
however; more information is needed. The key to winning man- 
agement and union support for establishing a workplace basics 
program lies in good, solid front-end work. 

Assess the Extent of the Need for Training Due to Job 
Changes or Problems. How far-reaching is the problem? An in- 
vestigation into the size and scope of the rJiallenge ahead is essen- 
tial to determine the appropriate level of response. The first step 
is to assess the extent of the skills problem and consider options 
for mitigating it. Is training the only solution? Sometimes the 
solution to a problem is not training but modification of writ- 
ten materials, a change in policy, new technology, and so forth. 

Treating the visible signs of distress, however, may only 
provide temporary relief. While such signs should be kept in 
perspective, they could be symptomatic. Initial reactive measures 
should be followed by a shift into a proactive posture. Specific 
instances of workplace basics problems could be the tip of the 
iceberg— key indicators of more broadly based organization-wide 
distress. Undetected and unchecked, such problems can affect 
safety, integration of new technology or processes, or individual 
career development. 

Customer complaints about quality or supervisors' reports 
of difficulty in instituting workplace changes can be important 
signals. Whenever a worker self-reports basic skills problems 
and seeks help, this may be an indication of a more pervasive 
problem. Other workers may lack not only the skills but the 
courage to come forward and seek help. 

Formalize a Companywide Representative Advisory Com- 
mittee. Involvement of employee representatives as partners dur- 
ing the early part of the investigation and throughout ths 
workplace basics effort is essential. The usual method for accom- 
plishing this is to establish a representative task force or advisory 
committee. 
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Typically, such committees include representatives from 
the training and human resources department, operational de- 
partment heads or supervisors directly affected by any proposed 
training program, plant managers, union or othsr employee 
representatives, and employees themselves. The committee 
should be carefully constructed. It is an important /ehicle for 
building company wide acceptance for the training program. 

A core group from the committee should be designated 
as the task analysis subcommittee. People with expert knowledge 
of the jobs to be analyzed can be asked to serve on job-specific 
review committees that will validate the final task listing for each 
job or job family in their own areas of expertise. 

It is important, politically and strategically, to develop 
plan for gaining employee acceptance of the program. The 
program should be highly visible and publicized in employee 
newsletters or notices posted on bulletin boards. It is particularly 
important that employees know the start-up date for training 
and the person to contact for more information. Employee rep- 
resentatives should be briefed and enlisted to spread the word 
that the program will not jeopardize anyone's employment status. 
The positive aspects of the program should always command 
center stage. The program should be promoted as an effort to 
improve companywide technical readiness, offer employees a 
chance for improving their promotion possibilities, and max- 
imize limited training dollars to improve both company and in- 
dividual performance. 

Sensitivity is important because the potential for misunder- 
standing is great. Employees need to be reassured that the in- 
vestigation will not result in loss of jobs. If they know what is 
going on and why, they are more likely to support the establish- 
ment of a training program. Without employee concurrence and 
cooperation, the workplace basics program will never leave the 
launching pad. 

Perform a Job Analysis for Selected Jobs. After the in- 
vestigation comes job analysis. When selecting jobs for analysis, 
proceed with caution. Analysis may be limited to those jobs that 
have been identified through managers* reports about employee 
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deficiencies or through difficulties that employees self- report. If 
there is any suspicion that these reports are indicative of a larger 
problem, however, more analyses should be conducted. 

The first step in job analysis is to acquire job descriptions, 
which are general summaries of what a person does on a job 
and the conditions under which he or she works. In larger com- 
panies, job descriptions are usually found on file in company 
personnel offices. Companies that do not maintain job descrip- 
tion files can find adequate substitutes in the Dictionary of Oc- 
cupational Titles published by the U.S. Department of Labor or 
through a literature search on job descriptions developed by other 
companies in their industry or related industries. 

Obviously, a job description is only the outline of a job. 
The second step in the job analysis process is to analyze the job 
description. This identifies the duties of a job or family of jobs 
and the basic workplace skills required to perform the duties. 
Following is a typical job description for a machinist. 

"The machinist is a skilled metal worker who shapes metal 
or nonmetal parts by using machine or hand tools. He is able 
to select the proper tools and materials required for each job; 
to plan the cutting, bending, etc., and finishing operations in 
their proper order so that work can be completed according to 
blueprint or written specifications; interpret blueprints and read 
precision instruments; and convert fractional values into decimal 
equivalents. 

"The machinist is able to set up and operate most types 
of machine tools. He selects the appropriate machine and cut- 
ting tools that will turn raw material into an intricate, precise 
part** (Mager and Beach, 1967, p. 8). 

Based on this job description, necessary basic workplace 
skills for a machinist include the following: 

• ProbL n solving-- must be able to select the proper tools and 
the appropriate machines 

• Reading for technology -must be able to interpret blueprints 
and read precision instruments 

• Computing -must be able to convert fractional values into 
decimal equivalents 
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Job description analysis does not require a heavy com- 
mitment of staff or dollars. The activity can be carried out by 
in-house personnel with some experience in job analysis. If no 
experienced in-house person is available, an outside expert can 
be hired to perform this limited task at relatively little cost. 

Document Employee PerfoTTtiance Deficiencies on the Se- 
lected Joh. After job analysis is completed, information must 
be documented about the performance of individual employees 
or groups of employees in the selected jobs. 

At this time, it is important to have a preliminary idea 
of who will receive training in workplace basics. This informa- 
tion will provide a rough size and scope of the problem and will 
be necessary for making an effective case to establish a training 
program. In addition, this groundwork provides the founda- 
tion for more sophisticated targeting of trainee popuJations for 
tailored curriculum design (see the fifth step in this discussion). 

Training that is critical to employer need, however, is 
frequently required as a condition of employment or promo- 
tion. In this case, the most cost-effective approach is to li.ik the 
basic workplace skills training directly to the job through the 
applied approach described in this model. 

Identify Population to Be Targeted for Training, The term 
required training often raises employee fears that the training is 
a management scheme for weeding out the less-effective mem- 
bers of the work force. Employees and their representatives 
should therefore be involved throughout the crafting of the bcisic 
workplace skills program, especially during the development of 
the training curriculum. 

The way that required training is presented is very im- 
portant. The goal is to put employees at ease and to make the 
training experience a positive one. Employees should be assured 
that the employer values them and will keep information about 
their participation confideraial. Any public characterizations that 
might expose personal d^.iciencies should be avoided. Oppor- 
tunities should be provided for employees to jointly identify and 
agree upon their learning goals with their managers. They can 
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accomplish this through a leaming-by-objectives (LBO) process, 
for example. 

Build Cooperation with Unions. The chances of estab- 
lishing a successful basic workplace skills program increase when 
management and unions provide support. Unions can work as 
partners with management in setting goals, providing funding, 
and selecting course content and training providers or in locating 
volunteers from the rank and file who can be trained to be basic 
workplace skill trainers. 

Enlisting the union or employee representative to help 
explain the process to the employees, the job analyst must gather 
employee performance data by means of informal conversations 
with workers, supervisors, or union representatives; observa- 
tion of workers; surveys; a review of union grievance records; 
an analysis of performance appraisals or exit interviews, and 
so on. 

The skill profiles of prior jobholders can also be resources 
for performance data if there is a skills match with current 
jobholders. At minimum, such profiles can provide a useful and 
nonthreatening starting point for analyzing basic workplace skill 
requirements for a particular job family. 

Keep Good Records. Good record keeping is essential. In- 
formation gathered at this stage may be useful later to target 
potential trainees, support training budget requests, or answer 
inquiries about the need to establish a basic workplace skills 
training program. 

Inquiry into the need for training must be consistent 
throughout this stage. Are the performance problems, in fact, 
caused by skill deficiencies? Or are other factors creating these 
problems, factors such as an insufficient incentive system, a need 
for more selective recruiting, an inadequate equipment main- 
tenance schedule, poor union-management relations, and so on? 
Training may not be the appropriate remedy for what ails the 
employer. Other corrective action such as redesigning hiring 
specifications, changing equipment maintenance schedules, or 
rewriting manuals may be a more realistic solution. 
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Step 2: Build Management and Union 
Support to Develop and Implement 
Training Programs in Workplace Basics 

Once training is identified as the solution, the advocacy 
process begins. To be successful, an advocate of workplace basics 
must skillfully use two tools: logic and politics. 

Make the Case for Skills Training Programs in Workplace 
Basics, The case for establishing a workplace bEisics program 
rests on a foundation of data collected throughout Step 1 . It must 
be a proactive case that illustrates the impact of basic workplace 
skills deficiencies on the employer's ability to operate effectively. 
Left unchecked, will basic workplace skills deficiencies affect the 
employei^s bottom line? What is the impact on productivity, 
quality, or safety? Has the introduction of new technology or 
production processes been impaired? 

Being proactive also means anticipating how basic work- 
place skills deficiencies will affect the employer's future plans. 
Will implementation of strategic changes be hampered? Can 
product diversification or customization strategies be succcosful 
jiven employees' current skills? Can the work force cope with 
proposed shifts in organizational philosophy or management 
practices that demand a higher base of skills? 

Build Support for Training, The logical arguments for 
establishing a workplace basics program can be persuasive. But 
success in making the case and in sustaining an organizational 
commitment to a training program often rests on less tangible 
factors. Theie must be a base of support for launching a basic 
workplace skills program, and this is where politics comes into 
play. 

Leaders who might support a workplace basics training 
program need to be courted. Support from influential managers, 
union officials, employee representatives, and the informal 
leadership structure is critical to successfully launching a pro- 
gram. Ideally, leadership on this issue from the chief executive 
officer (CEO) provides tremendous leverage in getting support 
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from other levels of the institutional hierarchy, as well as from 
top union officials or tlie board of directors. 

Coalition building is also essential. The process of coali- 
tion building should begin by securing commitment from a 
respected leadership figure in the institution's formal or infor- 
mal authority structure. Here again, the CEO is ideal for the 
role, but coalition leadership may also come from members of 
the governing board or from employee representatives. Effec- 
tive coalition leaders are people who can communicate both 
horizontally and vertically throughout the organization and who 
can forge networks of allies. 

To be most effective, coalitions must include representative 
stakeholders from both the institution's formal and informal au- 
thority structures. Mistrust or resistance to the program can be 
short-circuited by involving nonsupervisory employees. Union or 
employee representatives can play important roles in reducing em- 
ployee anxieties about the program. One effective method ofbuild- 
ing coalitions is to craft carefully formal or informal stakeholder 
committees or advisory groups to gamer expanded support 
throughout all organizational levels. To maximize the impact of 
this political effort, all commitments for support should be lever- 
aged to build additional support and gather additional allies. 

This is also the time to begin laying the groundwork for 
a sustained institutional commitment to the training program. 
Leadership is a powerful and necessary ingredient for launching 
any program, but it is fragile and often temporary. Programs 
that flourish under one leader often wither when that leader's 
tenure ends unless the leadership vision is institutionalized 
through administrative processes and structures. Budget and 
staffing commitments are key here, but they too will be seen as 
temporary solutions unless basic workplace skills training is linked 
to the employer's strategic decision-making structure. 

Efforts to build institutional commitment must focus on 
^^destigmatizing'' basic workplace skili3 training by making it an 
accepted and integral part of the employer's overall training agen- 
da rather than a remedial add-on. Whenever training needs are 
being examined, questions about basic workplace skills deficien- 
cies should be part of the discussion. When training— includ- 
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ing basic workplace skills training— is linked to the strategic 
management process, the inventorying of employee skills will 
become somewhat routine. In most cases, the inventorying will 
be triggered by anticipating events such as shifts in institutional 
strategies, job creation, or new safety regulations. 

Step 3: Present Strategy and Action 

Plan to Management and Unions for Approval 

While the workplace basics advocate constructs a base of 
support, he or she must also be developing an action plan for 
establishing a basic workplace skills training program. Once de- 
veloped, the plan should be presented for the approval of manage- 
ment and labor. It should anticipate and address employee con- 
cerns. If a union is proposed as a training program co-funder 
and operator, it will need to have an equal vote with manage- 
ment in order for the program to advance toward its goals. 

Present Strategy/Action Plan far Training. A formal meet- 
ing with key decision makers should be requested to brief them 
on the plan. Written copies of the plan should be provided to 
each person responsible for approving the proposal. Both the 
plan and the presentation should be comprehensive and con- 
cise and include these items: 

• Conclusions that can be drawn from preliminary research 
(of step 1) 

• Strategic implications of those findings 

• A recommendation that a program be developed 

• Options for establishing a training program (including rough 
cost analysis; time frcime; program content, responsibilities, 
and design; profile of barriers to implementation such as cost, 
staffing, and so on) 

• The recommended option based on cost versus benefit to 
the employer 

Select a Training Program Architect: In-House Staff ver" 
sus External Providers. An important part of the training propo- 
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sal is consideration of whether an outside training provider 
should be called in to assist with all or part of the training pro- 
gram. Would an outside provider be needed to design and de- 
velop customized training or provide an off-the-shelf training 
program? Should a combination of in-house expertise and out- 
side consultation be used? 

If the answer is to seek outside help, a variety of sources 
are available. Local school districts, community colleges, univer- 
sities, nonprofit literacy groups, for-profit organizations and in- 
dividu^s, private industry councils (PICs), and others in the 
community can supplement in-house expertise. Small businesses 
(those with fewer than 500 employees) should also consider larger 
local employers as potential providers. Larger companies may 
be willing and interested in allowing access to their training for 
a fee. If proprietary rights are not an issue, these companies 
may choose to provide a smaller company with copies of already 
developed curricula for use free of charge or under a contrac- 
tual arrangement. 

Because outside providers have varying strengths and 
weaknesses, not all will be equally suitable. A competitive 
bidding process or request for proposal (RFP) is a useful tool 
for finding a resource that meets specific employer needs. But 
before a selection is made, the following minimum information 
about providers under consideration for the job should be 
gathered: 

• Experience with training in an applied context 

• Experience in working with adults over twenty-one years 
of age 

• Approach to program design and development 

• Capability to perform the designated tasks 

• Prior experience and success rate 

• Cost and time requirements 

• References 

The hiring agent must proceed with caution and be clear 
and exact about required services. 
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Step 4: Perform a Task Analysis 
of Each Selected Job or Job Family 

The fourth step is to identify the skills required to perform 
the tasks and duties of the specific jobs to be featured in the work- 
place basics training. This process or task analysis is keyed to 
the competencies actually required to perform work in the tar- 
geted jobs. It is a more in-depth and structured look at the 
descriptions of job duties that were prepared in the initial in- 
vestigation of Step 1. 

Perform a Task Analysis, An accurate task analysis lays 
the foundation for a good instructional program. With infor- 
mation gained from the task analysis, instructors C2in develop 
lessons on the skills, knowledge, and attitudes learners need in 
order to perform a job successfully. 

In any task analysis, the first steps are to review all related 
literature on the subject and collect all available task listings, 
comprehensive Hsts of the tcisks performed by workers on a par- 
ticular job. There are many excellent published listings of job 
tcisks that can be obtained from such institutions cis the National 
Center for Vocational Education, the V-TEC's Consortium, and 
several state education agencies. In all instances, but particularly 
where existing task listings are being adapted, it is crucial for 
task analyses to be accurate and validated by company employees 
familiar with the job» 

A task analysis usually breaks a job into three ".omoo- 
nent parts. The task listing is a comprehensive list of tasks ^ er- 
formed by workers on a job. The task detailing is a system itic 
breakdown of each task to determine the skills, sequeuoi*;; 
knowledge, and attitudes an individual needs to know in order 
to perform a single task successfully. The task inventory consists 
of lists of duties and tasks and questions for incumbent workers 
about the way each tcisk is performed. 

There are many techniques for performing a task analysis. 
Some commonly in use include open-ended or closed question- 
naires, individual or group interviews, observation of workers 
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on the job, and analysis of existing documents such as manuals 
or other instructional materials. 

Sophisticated methodologies that combine several of these 
techniques into integrated systems for performing task analyses 
have also been developed. These include DACUM (Develop- 
ing a Curriculum) by the National Academy for Vocational 
Education; the taxonomic approach developed by the San Mateo, 
California, County Office of Education and based on a com- 
pilation of basic skills common to seventy-five jobs; and the 
Literacy Task Analysis developed by Larry Mikulecky, direc- 
tor of the learning skills center at Indiana University. 

The entire process of task analysis can be distilled to the 
following generic components: 

• Select the jobs to be analyzed. 

• Develop or secure a preliminary list of duties and tasks per- 
formed in each job, focusing on basic workplace skills. 

« Review, refine, and revise the list of skills by means of ex- 
pert committees. 

« Verify or validate the skills necessary to perform the jobs. 

« Perform a task detailing focused on basic workplace skills 
for each task selected for inclusion in the training program. 

Any model for analysis must be based on obtaining in- 
formation from expert or highly skilled workers. Without this 
input, information on how a job ought to be performed is simply 
speculation. 

Step 5: Design the Curriculum 

To ensure continuity throughout program design, devel- 
opment, and implementation, the position of program manager 
should be filled no later than the design stage. Other key per- 
sonnel may also be hired early on, depending on the organiza- 
tion's internal needs. These key people should play an integral 
role throughout the evolution of the program. The curriculum 
design step includes design of the instructional program, con- 
sideration of the evaluation instruments and process, design of 
a record-keeping system, and crafting of an operational budget. 
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Curriculum design is strongly influenced by the duties 
and tasks of the targeted jobs. But it should also take the trainees 
into account. Often, employers will provide basic workplace skills 
training programs as an employee benefit. Such programs are 
for employees who are seeking self-improvement or who sense 
that keeping a job or securing a promotion is not possible without 
improving their skills. Basic workplace skills programs of this 
kind are generally not driven by the economic or strategic needs 
of the employer and therefore do not necessarily need to be linked 
to the employee's job. In such cases, it is often more cost-effective 
for an employer to have an external provider design a generalized 
curriculum for a particular workplace skill or simply to provide 
tuition reimbursement for basic workplace skills training that 
the employee selects from an outside provider. 

Design a Performance-Based, FunctionahContext Instruc- 
tional Program. Most state-of-the-art training designs today are 
performance based and focus on the trainee's mastering the tasks 
that have been designated as essential for successful performance 
on the job. Standards for successful performance are clear, and 
success is measured by learning, not by the amount of time the 
employee takes to perform the task. This approach is particularly 
effective for adults when it is combined with the functional- 
context learning methodology that uses job-related materials and 
concepts as the basis for training. The functional-context ap- 
proach is geared toward filling the gap between what the trainee 
already knows and what he or she needs to know to be effective 
on the job. It takes into account the existing knowledge and skills 
of the trainee and builds upon them. 

This approach grew out of a highly controversial social 
experiment called Project 100,000, a military experiment that 
took place during the period of the Vietnam War and the *^ar 
on Poverty," where there emerged the practice of ^Afunctional 
context" learning. The project was initiated to develop new train- 
ing for low-aptitude personnel entering the military and focused 
on developing methodologies for identifying cognitive skill de- 
mands of work and how to teach such skills. 

Although there is some argument about the differences 
between education and training, the functional-context approach 
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transcends such differences and operates from similar assump- 
tions about how the human mind operates. Tom Sticht, one 
of the pioneers in functional-context training, describes it as 
follows: 

The functional context principle states that skills and knowl- 
edge are best learned if they are presented in a context that 
is meaningful to the person. Thus, rather than teaching 
students who need job-oriented basic skills to read, write, 
and compute using general literacy materials, it is better 
to use job reading and numeracy materials and tasks. The 
more similar the basic skills training tasks are to the ac- 
tual job tasks, the greater will be the likelihood that the 
training will pay off in improved performance of job literacy 
tasks. Thus, for youth and adults aiming at work in a given 
industry or organization, the use of job-related materials 
serves two purposes. On the one hand, it provides a func- 
tional context for the learner— that is he or she can see that 
the materials are relevant to the employment goal — and 
hence motivation to use the material is elevated. On the 
other hand, the organization can see that the training is 
relevant to its needs and that there is some likelihood of 
the trainees actually becoming competent in the perfor- 
mance of job-relevant skills. Thus organizational motiva- 
tion to participate in the training is gained [Sticht and 
Mikulecky, 1984, p. 33]. 

The major point to understand in developing a functional- 
context training program for adults is that the human mind 
should be thought of as an information-processing system that 
develops new capabilities over time by "using prior knowledge 
and skills as a means for acquiring new knowledge and skills'* 
(Sticht and Mikulecky, 1984, p. 31). 

There is an ongoing dialogue about the differences be- 
tween education and training, particularly applying to learn- 
ing in a functional context. Opponents of functional-context 
training state that it takes months if not years of study and learn- 
ing to achieve competence in certain areas and that functional- 
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context training is usually a relatively short-term fix. The time 
factor is especially true with reference to the competence skills 
of reading, writing, and computation, but it also has relevance 
for the rest of the basic workplace skill groups. People who make 
this argument, however, miss the point, which is that compe- 
tence can also be achieved during on-the-job functional-context 
training by emphasizing the same comprehension, studying, and 
learning skills that are used in school courses. Furthermore, 
employers who are serious about upgrading their work force 
will be more inclined to fund extended training when iiecessciry 
if they see a direct relationship to the job to be done. The result 
of such programs is that "job and career knowledge can be de- 
veloped while processing skills that are more generally useful 
are obtained" (Sticht, Armstrong, Hickey, and Caylor, 1987, 
p. 134). 

From the employer perspective, the advantage of a 
functional-context approach to training is that it is more likely 
to achieve the objective of upgrading a work force at a fraction 
of the cost of academic model programs. Overall this cost-effec- 
tive and performance-based method of achieving a productive 
work force contributes to the organization's strategic goals. 
Education and training organizations must come to understand 
that if they want to encourage the upgrading of this country's 
current work force and avoid employee dislocation and plant 
shutdowns, then the mission and goals of the employer organiza- 
tions must play as prominent a role in the learning process as 
the needs of the individual. 

At the heart of the design process for a performance-bcised, 
functional-context curriculum are two key concepts: written per- 
formance objectives and criterion-refere-r:ed testing. Perfor- 
mance objectives are essential to measuring training success and 
should be written for each task selected for training. In a per- 
formance-based system, learners need to master only what the) 
do not already know to carry out a . pecific task successfully. 
Therefore, the objectives should specify what the learners are 
currently able to do on the job, the conditions under which they 
must perform while demonstrating mastery of *he objective, and 
the desired fuiure level of performance. 
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Criterion-referenced testing involves pretrcdning and post- 
training test phases. The pretradning test phase is diagnostic and 
determines where employee skill deficiencies lie. Posttraining 
criterion tests should be of the identical length and format as 
the pretest but test only the task behaviors treated during the 
instructional program. Criterion-referenced tests emphasize 
learner performance. Their objective is to verify the learner's 
mastery of tasks identified in the performance objectives. Con- 
struction of relevant, functional pretests and posttests is accom- 
plished most effectively after the performance objectives have 
been written and the learning materials developed. 

Using a performance-based approach accelerates the learn- 
ing process and enhances learner retention. For example, a per- 
son who is working as a machinist and already knows how to 
change fractions into decimals would not be required to relearn 
this skill during training. He or she would move on to new areas 
of learning. 

Design Evaluation System. In the curriculum deign step, 
it is important to consider how the training program will be 
evaluated, what records are important, and how much it will 
cost to operate the program. 

Without sound, objective training evaluation, we have 
only subjective assessments of value and success. In these times 
of tight resources, that is not enough to justify continuing a train- 
ing program. Evaluation must be keyed to discovering the most 
appropriate and cost-effective training response and to illustrat- 
ing how that training helps the organization meet its strategic 
goals. Although viewed traditionally as the final activity of a 
training program, an evaluation system must be planned during 
the curriculum design step. A good evaluation system identifies 
program procedures for collecting, interpreting, and reporting 
data and specifies when and from whom program data will be 
collected. Such a system ensures the means for gathering in- 
formation that the evaluator will use to compare behavior before 
and after training and draw conclusions. (A more detailed discus- 
sion of evaluation appears under Step 8.) 
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Design Documentation and Record-Keeping System. It is 
also important during the design step to establish a documen- 
tation process to collect, record, analyze, and report accurate 
data on individual learners' progress and performance. This 
documentation should provide written proof that the training 
occurred, as well as evidence that it was provided according to 
the curriculum design. 

At this time a good record-keeping system should also be 
designed. This should include employee learning contracts and 
other types of backup documentation. Decisions on how record 
keeping will be done (manually or by computer) and by whom, 
as well as how extensive it will be, will determine the design 
of the forms to be developed. Only data directly related to the 
training (such as attendance, hours of instruction, pretest and 
posttest results, employee's educational background) should be 
included. 

Obtain Budgeting Approval to Implement Program. This 
is also the time to consider the budget implications of program 
operation. Before extensive time and energy go into the develop- 
ment of curriculum materials, a final implementation budget 
should be presented for management's approval and the go-ahead 
to implement the training program. 

Step 6: Develop the Curriculum 

The curriculum development step involves crafting the 
curriculum; integrating instructional techniques; pinpointing 
delivery systems, facilities, and equipment; and developing mea- 
surement tools. 

Prepare the Instructional Format. After the go-ahead to 
implement the training program has been given, it is time to 
prepare the course outline, individual lesson plans, and instruc- 
tion materials. In the course outline, the tasks should be put 
in priority order, as they will be presented during instruction, 
generally moving from simplest to most complex. Because the 
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goal of instruction is improved job performance, the tasks should 
be sequenced according to which ones vyill be most important 
for the employee to master in order to achieve that goal. 

Individual lesson plans should identify what a learner ac- 
tually needs to do on the job, not what the instructor might like 
to teach. The focus should be on task details and performance 
objectives. 

Instructional materials should be developed o; adapted 
from existing resources where appropriate. Only material that 
will help the learner satisfy the performance objectives should 
be selected for each task. Material should be at the level or move 
toward the level the learner will use on the job. Material devel- 
oped specificall/ for children should be avoided because most 
research shows that adults learn differently from children. 

Select Instructional Techniques. The process of curriculum 
development also involves selecting instructional techniques that 
will minimize costs wnhout affecting the quality of results. The 
techniques used will determine the type of facility, the number 
of instructors, the cost of producing original materials, and so 
on. All of these factors plus the impact on individual learning 
must be taken into consideration. 

Several delivery systems can be used to present instruc- 
tional material, all of which have varying strengths and weak- 
nesses . These include traditional classroom , multimedia 
classroom, tutored video classroom, interactive TV classroom, 
self-study, guided-learning center, computer-based training 
(CBT), and interactive videodisc with personal computer. 

Select Facilities Site and Designate Equipment Require- 
ments. Next come decisions about facilities and hardware. Select- 
ing appropriate facilities and training equipment depends on 
a number of variables, including the type of learning required 
(heavy equipment, production line, office), instructional strat- 
egies selected (computer-assisted, traditional classroom, self- 
study), location (on- or off-site), number of learners (few or 
many), budgetary restrictions, time available for training, train- 
ing presenter (in-house or external), and the curriculum. 
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Develop Evaltcation and Monitoring Instruments, The final 
phase of the curriculum development step involves the develop- 
ment of evaluation and monitoring instruments. The development 
process should include line managers and supervisors in order 
to establish a common perspective on the kind of training needed 
and the standards that constitute improved work performance 
after training. 

Step 7: Implement the Program 

One of the most important activities during the early im- 
plementation period is shifting the employee awareness cam- 
paign into high gear to "talk up" the new training program. 
Meetings should be scheduled to answer employee questions and 
present a positive view of the program. Information about the 
training should also be prominently displayed in employee news- 
letters and on bulletin boards. 

Select and Train the Instmctional Staff. Another impor- 
tant part of the early implementation period is staff selection. 
The program manager was brought on early in the design stage 
and should have actively participated in the development of the 
training program design. The manager is also responsible for 
developing all program operating objectives; planning, organiz- 
ing, staffing, and supervising the training project; and eva- uating 
and linking the training program to the employer's operations 
and goals. The person selected for this position should have a 
substantial knowledge of the employer's corporate culture and 
practices, as well as a background in adult education, training, 
and evaluation. 

\s part of the staffing function, the manager may select 
an outs 'de provider to assist with all or part of the training pro- 
gram. V'hether the program is to be provided by in-house or 
external uafT, a number of key staff positions must be filled. 

Th.5 second most important staff position is program 
administrator. The administrator evaluates instructional staff 
performance, selects facilities and equipment, schedules instruc- 
tional staff, ensures tha^ course material is prepared and avail- 
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able, and assures program follow-up. This person should have 
a strong background in project management and instructional 
technology, some background and experience in working with 
aduhs, and some experience in using evaluation techniques. 

Together the program manager and program adminis- 
trator should select the instructional staif. Successful instruc- 
tors in job-related basic workplace training programs must have 
special skills as revealed by answers to the following questions: 

® Is the person familiar with adult learning and the psychology 
of learning? 

• Has the person actually worked with adults and is informa- 
tion available on his or her performance? 

• What is the person's level of subject expertise? 

• Will the person be comfortable using new subject curricula 
and instructional approaches that are not school based? 

• Does the person have experience in teaching basic workplace 
skills in a job-related context? 

• Will the person be responsive to company requirements and 
working with company personnel? 

Few companies can afford to hire full-time instructors of 
basic workplace skills, but there are other options. Experienced 
employees and managers may take train-the-trainer courses to 
become part- or full-time peer trainers. They should also receive 
special training in instructional techniques and support counsel- 
ing. Peer trainers will be most effective if paired with profes- 
sional trainers. Together these two instructional staffs can also 
facilitate companywide employee ''buy-in" in a manner that can- 
not be replicated in any other way. 

Other options include contracting with an external pro- 
vider for program delivery or hiring part-time instructors from 
outside the organization. With creative scheduling, these ap- 
proaches can have a payoff in flexibUity and quality programming. 

It is also important to consider counseling an integral part 
of a successful training program. Many employees will not have 
been in a formal learning situation for some time and will be 
afraid of failure. Some will also have had negative experiences 
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in school and will be anxious about whether they will perform 
well in this new program. Providing a counselor to communicate 
the compan/s commitment to successful learning is a necessary 
reinforcement mechanism. While counseling may be handled 
by the instructional staff, a separate counseling staflf is recom- 
mended. 

Develop a Training Contract— Yes or No? The perfor- 
mance-based training approach uses a competency profile to track 
trainee progress toward acquiring competencies for a particular 
functional job or area. Additional documentation might include 
the learning contract, which details learning objectives and 
measures of achievement, records of attendance and hours of 
instruction, pretest and posttest results, or trainee educational 
background information, and so on. 

Step 8: Evaluate and Monitor the Training Program 

Evaluation provides information about the efficiency, 
effectiveness, and usefulness of the program. Witliout evalua- 
tion, there is no objective way to determine whether training 
has made a difference. 

Evaluate the Program, Once a program has been run at 
least once and employees have returned to their workstations, 
evaluation can begin. The design, development, and implemen- 
tation establish the groundwork for effective evaluation. Avail- 
able data sources should include surveys of trainee reactions, 
pretests and posttests to measure learning, observation of em- 
ployee behavior, and interviews. The data should identify changes, 
such as productivity improvements, cost reductions, quality im- 
provements, or reduced turnover, that have occurred in the 
workplace since the training. All factors must be considered when 
evaluating the effectiveness of training. No one factor alone will 
provide accurate feedback. 

Monitor the Daily Training. Evaluation should be per- 
formed periodically to determine whether program goals are 
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being met. Also important, program monitoring provides con- 
tinuing feedback on whether instruction is working v/ell from 
day to day. Usually, personnel trained specially in evaluation 
techniques or an independent evaluation specialist carries out 
program evaluation. Program monitoring falls within the do- 
main of the program manager, project administrator, and in- 
structional staff. 

Monitoring and evaluation should be viewed as living pro- 
cesses. Together, they provide the information for adjusting and 
improving the program design to assure eflScient, effective de- 
livery of the basic workplace skills training program. 

Because the applied approach to training in workplace 
basics is one that emphasizes relevance to the workplace and 
to employer need, cvaJuatiOi* and monitoring are especially im- 
portant. They provide the basic data for making the case to 
management that training is important to the organization's 
strategic goals and daily operations. 
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